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ABSTRACT

Early childhood education has long been regarded as having the lowest status
in the education system. Recent government reforms in Australia based on financial
rather than education concerns means early childhood education will continue to face
declines in status, conditions and appropriate resources, unless educators exercise
leadership skills in advocating for appropriate programs and curriculum for young
children.
A new model of Early Childhood Teacher Leadership was created to measure
leadership skills, including leadership in advocating for young children, and tested in
Phase One of the study. The model involved General Leadership (Classroom
Leadership, Self-directed Leadership, Program Leadership and School Leadership),
Communication (from me to principal /parents /teachers and from principal /parents
/teachers to me), and Influences (my influence on the school, my influence on the
principal). In Phase Two of the study, twenty early childhood teachers were
interviewed for approximately one hour in regard to how they conceptualised their
leadership roles, what factors enhanced or constrained their leadership, and what
strategies they used to communicate their philosophy and pedagogy.
Phase One involved collecting data from 270 Early Childhood Teachers in
Western Australia at government schools, using self-reports on ideal and real aspects
of leadership obtained through a questionnaire. A Rasch measurement model
computer program was used to create an interval level Scale of Early Childhood
Teacher Leadership from the original 142 items (71 real and 71 ideal). The final
interval-level scale consisted of 92 items (38 real and 54 ideal) that had a reasonable
fit to the model, where the thresholds were ordered and the proportion of observed
variance considered true was 94 percent. The Rasch analysis supported the structure
of the leadership model and indicated some improvements could be made.
Written responses to open-ended questions at the end of the questionnaire
provided insights into how the teachers conceptualised their leadership roles. These
insights provided the framework for the formulation of the face-to-face follow-up,
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interviews that comprised Phase Two of the study. The findings indicate that, as
expected, teachers found it easier to hold higher ideal self-views for most aspects of
leadership than to hold high real self-views. Teachers recognised the importance of
leadership skills but experienced difficulty in enacting them. The Early Childhood
Teachers reported various factors that helped or hindered them in fulfilling their
leadership roles. The four global factors that could either help or hinder Early
Childhood Teachers were 1) intrapersonal and interpersonal skills; 2) professional
confidence; 3) others' understanding of and respect for early childhood education;
and 4) time. The Early Childhood Teachers suggested strategies that could help
them develop stronger leadership skills. The four main strategies suggested by the
teachers were 1) professional development addressing leadership and interpersonal
and intrapersonal skills training; 2) inclusion of leadership skills training at preservice levels of teacher education; 3) opportunities to collaborate with othe1 staff;
and 4) public promotion of early childhood education. The findings have
implications for Early Childhood Teachers, administrators, teacher educators and for
future research.
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CHAPTER ONE

INTRODUCTION

This chapter introduces the reader to the notion of teacher leadership, then
more specifically, teacher leadership in early childhood programs with particular
regard to articulating and communicating early childhood philosophy and pedagogy.
Following the introduction, the background to the study and its relevance is
discussed. Next, the research questions and aims are presented, and some terms used
in the study are defined. Finally, the structure of the thesis is outlined, providing a
brief overview of each chapter.
The notion of leadership has been discussed and analysed from various
perspectives since the 19th century. Leadership has been examined within, and
applied across, such contexts as business, government and education. The literature
has focussed on varying aspects such as leadership roles, and the personal traits and
behaviours of effective leaders (for example, see Depree, l 989; Hodgkinson, 199 l;
Manske, 1990; Morgan, 1997; Smith & Piele, 1989). A traditional view of
leadership has been formed in terms of one person, or a select few, within an
organisation leading subordinates. More recently, however, there has been a shift in
focus towards the concept of shared or collaborative leadership. Others have
described the shift in terms of a move from a transactional to transformational style
of leadership. Whichever term is used to describe the shift, it is a more inclusive
form of leadership with more broad-based participation from members within an
organisation (for example, see Cousins, 1996; Hargreaves, 1994; Hodgkinson, 1991;
Lambert, 1998; Leithwood & Poplin, 1992; Morgan, 1997). It is this notion that
"everyone has the potential and right to work as a leader" (Lambert, 1998, p. 18) that
fonns the perspective of this thesis with respect to teacher leadership in early
childhood education. This means that, in addition to principals, deputy principals
and other school staff, early childhood teachers also have a role to play in leadership
within the school context.
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Teacher leadership
The literature in the area or teacher leadership has evolved in three stages or
waves as drscrihcd hy Silva. Gimhert and Nolan (2000). Although these waves have
heen drn:umcntcd from an Amrrir.:an context, parallels can he drawn to
r.:om:sponding waves of lcar.:hcr leadership in other countries, including Australia.
The first wave of teacher leadership encompassed leadership roles being created for
teachers in positions such as head teachers. However. !he realization that these
positions focussed on efficient .-;_vstems :.it the expense of leadership in the area or
instruction. led to the second wave of teacher leadership. Leadership positions in the
second w:.i,·e included st~1ff development. curriculum and team leaders. Eventually
though. came the realization that leadership from nutside the classroom was not
effecti,·e and thus the present th1rd wa.\'e has emerged. The notion or teacher
leadership in the third wave encompasses teachers .. who lead from within the
classroom on behalf of students .. (Sil\'a. Gimbert & :-,..:ol;.in, 2000. p. 2J. This means
teachers arc required to exercise leadership through being an ad\'ornte. ensuring that
the children in 1heir care u.re immersed in an appropnatc teaching and learning
en\'ironment. Whilst this third \\'a\'e of teacher leadership 1s clearly e\'O!\·ing. Silva.
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Gimbert and Nolan (2000) su22ested there is a dearth or research from the third
wave perspecti\'e. with li11le known about the leadership roles. knmdcdg1· and skills
required. or indeed how teachers ·~xperience i~adersh1p w1thm a schnnl selling:. :\
similar claim has been made with specific regard to le:.idcrship m earl) childhood
care and education ,.,·nh the need for in\'estigation of different work contexts and the
"barriers and opportunities" for de,·elopmenl of leadership\\ ithin these contexts
(Kagan & Bowman. 1997). Both these claims echo the call from Howe ( 1994. p.

3283) who called for more research on cducation:.il leadership from different
countries and "at different levels of a school system ...
Recent literature in the area or teacher leadership has cmplwsised th:.it a major
role of teachers 1s to extend their work and philosophy beyond their own classroom
and ultimately \vnrk to improYc their profession and achieve reform

in

schools

(Barnell, McKowen & Bloom. 1998: Creighton. 1997: Fullan. 199--1: Trocn & Boles.
1996: Witcher. 2001 ). Improvement and rcfom1 can he made. in part. through
challenging the status quo and taking responsibility for changing the conditions of
learning so they may become mmc satisfying for all stakeholders within a school

..,

system (Fullan, 1994). Taking such aclion, however, requires some courage from
teachers mu..! a willingness to take risks (Espinosa, 1997; Waslcy, 1991; Whitehook,

1997). In order to improve the profession of education, Fullan ( 1994, p. 252) asserts
"teachers must be proactive in thl: faL:c of L:ritidsm" anti develop the knowledge and
confidence to "explain themselves" both inside and out of the school setting.
Impm1ant as it is for the general teaching profession to he prom:tivc <md
confident in articulating their prai:ticc, there has heen no more crucial time than the
present for early childhood educators to exercise leadership in articulating und
communicating their early childhood pedagogy and philosophy. Alongside
educmional reforms there has been calls for increasing collaboration und shared
leadership in schools with the aim of improving teaching and learning knowledge
and practice. and achieving reform goals (Fullan, 1994; Fullan. J 996; Hargreaves &
Evans, 1997: Sarason, 1995: Wasley, 1991 ). However. for many teachers there arc
systemic barriers that hinder true collaboration (Conic, 2000b: Firestone, 1996;
Hargreaves. 1994; Wallace. 1999).

Leadership in early childhood programs
For early childhood teachers in Australia, reforms have meant their
philosophy and pedagogy is in the minority in schools. ~lore formalisct..l curriculum
and assessment policies arc being promoted by principals and staff from the pnmary
grndes who have little understanding of early childhood philosophy and pedagogy

(David, 1993: French & Pena. 1997; Gifford. 1993). Such formalised instruction and
curriculum focussed on academic outcomes have the potential to harm children.
increasing their stress and limiting learning opportunities (Burts. Han. Charleswonh.
Flcegc, Mosley & Thomasson, 1992: Hart, Burts, Durland. Charlesworth. De Wolf &
Flccgc, 1998; Hills, 1987; Schwcinhart & Wcikan, 1998). In order to be an
advocate for young children and appropriate programs in this context, early
childhood practitioners must be confident to articulate and communicate their
philosophy and pedagogy. Th.!y must be able to "articulate the whys. hnws and

wherefores of theirtcaching approach" (Ebbeck, 1990, p. 91 ).
For over a decade early childhood practitioners have been urgetl to adopt a
leadership role in order to advocate on behalf of young children (Blank, I 997:

Ebbeck, 1990; Fleer, 1996; Hills, 1987; Rodd, 1994; Waniganayakc, 1998).
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Leadership in early t.:hil<llrnod education will promote <lcvclopmcnLally, cullurully
and contextually appropriate programs uml raise the status of the curly chil<lhood
profession in a proactive way. Six specific areas requiring leadership in early
childhood cduL·ation hav~: hccn identified as: I J pedagogical,
advocacy. 4) communi1y, 5) ~onccptual. and

(1)

2)

managcmcnL, 1J

career development (sec Kagan &

Bowman, 1997: Taba. Castle. Vermeer, Hanchett, Flores & Caui:·if;ld, 1999 J.
However, in the present stu<ly the fot.:us area of leadership is advocacy. For the
purpose of this research, leadership in early r.:hildhood cducmion encompasses the
view that practitioners should assume responsibility for being an advocate for young
children and appropri<1tc piograrns. Early childhood programs may he in settings that
incorporme an education or care context and include daycare, preschool, family
centre or pre~ptimary settings. Early childhood teachers who demonstrate leadership
within these contexts arc able to aniculate key principles underpinning early
childhood philosophy and pedagogy, and communicate these principles effectively to
parents, other professionals and the wider communily (Cassidy & Lawrence, :2000).
These key principals arc outlined later in the chapter within the definition of
appropriate early childhood pedagogy.
A traditional view of leadership in early childhood programs is centred on the
notion of a person being responsible for such roles as program administration;
supervision and support of staff: team building: and development and
communication ofa vision (Irvine. 1986; Simons. 1986). This notion has been
developed around the role of a director or coordinator of a daycare centre or perhaps
tcacher~in-chargc, principal or supervisor of an early childhood or junior primary
setting. For the purpose of the present research. however. a more recent view of
leadership is taken. Leadership from this view emerges from the 'third wave'
perspective and is focussed at the classroom level and beyond, where teachers of
young children (aged three to five years) exercise specific lcad~rship skills such as
articulating an<l communicating early childhood pedagogy and philosophy.
In broad terms, Rodd ( 1994. p. 1) defined leadership as "a process hy which
one person sets certain standards and expectations and innucnccs the actions of
others to behave in what is considered a desirable direction". This definition can he
viewed from the perspective of a principal who may innuencc the early childhood
teacher to behave in what the principal considers to be a desirable manner. Or
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conversely, the definition can he viewed from the early childhood teacher's
perspective which may he to endeavour to influence the principal or other school
staff to behave in a desired way, namely, to accommodate the teacher's early
childhood pedagogy and philosophy. Considered from these limited perspectives
however, this definition docs no! take into account the notion of shared leadership.
From another angle. Pullan and Hargreaves ( 1992, p. 21) defined teacher leadership
as "the capacity and commitment to contribute beyond one's own classroom". The
inherent clements of hoth these ddinitions, that is, the acts of contributing beyond
the classroom and intluencing others, can be considered to encompass shared
leadership if the following behaviours arc incorporated: convening and facilitating
dialogue: posing inquiry questions; coaching one another; mentoring a new teacher;
and inviting others to hcrGmc engaged with a nC\1/ idea (Lambert, l 998, p. 18 ).
Research on leadership in early childhood programs has identified some
'essential' qualities of a leader. Qualities identified consistently include skills of
effective communication and advocacv (Freeman & Brown, 2000; Goffin, 1988;
Goodman, 1981; Hayden, 1996; Hostetler, 1981; Katz. 1995a; Lewis, Schiller, &
Duffie, 1992; Moyles, 1996: Rodd, 1987: Sebastian, Nickell & Milne. 1992:
Stonehouse, 1992). More recently, Scull ( l 992) and Kagan ( l 99-4 I highlighted the
need to reinforce a cooperative, consultative or shared leadership style in early
childhood programs. Creating and communicating a \'ision of\\ hat early childhood
education should be has also been identified as necessary in on.lcr

to

foster high

quality education for young children (Espinosa, 1997: Hayden, 2r100: Kagan. 1999).
Advocacy is an important purpose of leadership (Boles and Davenport, 1975:
Kagan & Bowman, 1997), and in the present study. advocacy for young children is a
particular focus. Advocacy in this sense has been referred to by others as 'raising
children's voices' (for example. sec Silva, Gimbert and Nolan. 2000). In order to
advocate effectively, a teacher needs to possess skills to articulate and communicate
early childhood philosophy and pedagogy. It is important for practitioners at the
'grass roots' level to grasp opportunities for exercising leadership \vi thin their school
context Rodd ( 1994), with a view to being an advocate for the early childhood
profession and raising its status within the community. A raise in status of the
profession may mean advocacy for young children will be more effective (Moyer,
1992; Sebastian-Nickel & Milne, 1992: Stonehouse, 1992: Whitebook, 1997).
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However, before pn1clitioncrs can advocate for young children :md the profession,
they must believe it is impo11ant and possess a <lcsirc to he a leader in this manner

(Duke, 1994; Kolh, 1999). Early childhood teachers must also possess a sense of
self-leadership and empowerment to direct their own life (Rinehart, Short, Short &
Eckley, 1998; Rodd, i 997a; Stone, 1995 ).
Fleer ( 1996. p. O) posed the question "How can we be proactive and raise our
profession within 1hc broader community as well as within education generally'!"
One way for early childhood practitioners to raise the status of the profession is to

acquire the skills to articulate and communicate early childhood pedagogy. In order

to be proactive (as opposed to being reactive and simply responding to the views of
others), in advocacy for young children and the early childhood profession,
practitioners should feel confident to articulate key principles of early childhood
education. In the following sections, background infoll11ation is provided on the
situation and context of early childhood education within society and educational
settings.

Background to the study
A low status profession
Early childhood teachers have long been regarded as having the lowest status
in the education system or "academic pecking order". behind primary. secondary and
tertiary teachers. A major factor contributing to this perception is the traditionally
assigned low status of women and young children in society (Cannella. 1997:
Finkelstein, 1988; Riehl & Lee, 1996; Schools Council National Board or

Employment, Education and Training, 1992). An additional factor is the notion of
close association of mothering to early childhood education that society has
perpetuated (Brennan, 1994; Petrie, 1992; Scutt, 1992; Weiss, 1989). To compound

this perception of low status, there has been diminishing "system -provided"
education services and support (Hannan, Beare & Berkeley, 1991 ). Specifically in
early childhood education in Australia, there has been a decline in the provision of
early childhood specialist support and advisory positions within the education system
(Senate Employment, Education and Training References Committee. 1996). In
some universities, pressures have resulted in the erosion of early childhood as a
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specialist ficl<l, with the reduction of staff and comhining of early childhood units
with primary and secondary education (Fleer & Waniganayakc, 1994; Gifford, 1993;
Stonehouse & Woodrow, 1992; Vaughan & Cahir, 1996).
In Australia, restructuring reforms in education have been based on polnical
considerations with a strong focus on econorrncs rather than concerns for educational
benefits or equity (ChaJhoumc & lngvars(lt1, 1992; 1-larm:in, Beare & Bcrkcley,
1991: Roberston. 1996; Sarason. 1990:). From a perspective of gender, Zcichncr
(I 991. p. .166) suggested teaching is 'gendered work' and that

Work dominated by women has been particularly vulnerable to the
kind of rationalization and standardization seen in teaching.
The decline of resources into early childhood education in Australia can be
viewed as part of recent government rcfonns that arc based on economics, resulting
in significant cuts to education in general. Others. however, view the decline in
resources more specifically as part of the government's agenda to merge early
childhood with primary education (Battersby & Sparrow. 1992: Corrie. 2000a;
McLean. Piscitelli, Halliwell & Ashby. i 992).
The low status of early childhood education in Australia 1s reflected in
government policy and initiatives. Ochiltree (1993) suggested that go\'emment
policy and resources have directed more funds to the youth of Australia rather than
the younger children. Ochiltree argued that intervention is most dfcct1ve m early
childhood but It attracts the least money from the government. In addition. input
from early childhood professionals into government reports has been very limited
(Battersby&. Sparrow, 1992; Gifford. 1993; Lewis. Schiller & Duflle. 1992; Senate
Employment, Education and Training References Committee, 1996). Several
researchers have noted that Government reports such as the Ehbcck Rt•p01·1
(Australian Education Council. 1990) did not acknow:edge early childhood
education as a specialist field or distinct from primary education. It may be
concluded that early childhood education is loosing its voice. as the few specialist
leadership or advisory positions, and resources in general allocated
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childhood education, arc on the decline.

7

Pressure ~m early childhood education
Gifford ( 1993, p. 17) suggestcd that early childhood cducators ;.ire
·· ... struggling to teach in dcvelopmcntal!y appropriate ways within the oflcn
unsympmhctic school cnvironmcni'' ;,1n<l warned that !'low-on pressun..: from thL: early
p1imary grades to the pre-primary level encourages a focus on sci1ool readiness
skills. School readiness skills include specific early litcrncy, cognitive and physical
skills. However. a report from the Royal Society for the Encouragcmcnt of Arts,
M.:mufactures and Commcn.:c. SU,rt Right (Ball Report. 1994) identified that the most
important learning in preschool settings involved "'aspiration, task commitment,
social skills and feelings of efficacy" (p. 94 ). David ( 1993, p. 5) urged reOection on
the notion of school readiness by considering "whether i1 appears that each society
expects its youngest children to be prepared for and adapted to the primary school, or
the primary school for the children". The contlict between the preparation of young
children for their first year of school and early childhood pedagogical beliefs such as
the importance

(ll

children learning through play. has been evident since the early

days of public kindergartens (Cuban. 1992 ). However. current research still urges
the early childhood practitioner to resist curriculum centred teach mg and embrace
child initiated learning which is agreed to he the most cffecti\'e way

w support

children's development (for example sec Hart. Burts. Durland. Charlesworth.
DeWolf & Fleegc. 1998; Makin. 1996; Sweinhart & We1kart. 1998: T:iylcr. 1998;
Tayler, Diezmann. Broughton. & Henry. 2000).
The culture of a school can exert pressure on teachers and in!luence their
pedagogy. For example. teachers' self images can be altered b:: the context and
culture in which they work (Hawkey, 1996). The culture of a school can cause
teachers to teach in connict with their personal ideals (Bullough. 1987). which
results in teachers either adapting to the dominant view or leaving the school (Corrie.
1996). In a study of early childhood practitioners, Wien ( 1995) found systematic
constraints and Jack of knowledge about developmentally appropriate practice
contributed to teachers swinging from a child centred (termed developmental
appropriateness) focus to a teacher centred (tenned teacher dominion) focus.
Working with young children is regarded as a specialist area by those within
the field, but perceptions outside the field differ. Differences in perception have
been attributed, in part, to the failure of early childhood educ,nors to communicate
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their understandings to others who have not had the same specialist education in
early childhood (David, 1993). Indeed Halliwell ( I 990a) suggested early childhood
educators use the same words as colleagues from primary gru<lcs hut assign different

meaning to these won.ls. Through using the same language, yet assigning and f..iiling
to communicate its different rncaning, early childhood teachers arc risking losing the
spc1.:ialiscd field of early childhooJ pedagogy and philosophy. Early childhood
teachers who work within a K-12 cu1Ticulum framework need to be ahlc to
communicate their meanings to principals, and to other teachers working in the
primary grades who may represent the majority (Halliwell, l 990aJ. Considered from
a broader perspective, it is also important for teachers to communicate their
philosophy and pedagogy to children's parents and the wider community in order to
foster an increase in understanding of early childhood education.

Relevance of the study
Early childhood in the school context
Prior to recent refonns in Western Australia, early childhood practitioners
experienced a large degree of organisational autonomy. Previously. the teacher was
responsible for planning and administe1ing the early childhood program. However.
as a result of refonns, many teachers work in primary schools \\'here they experience
varying degrees of autonomy. The principal's role creates dilemmas for some
teachers with some principals taking a more direct role in relation to planning and
administering the early childhood program. In addition. it is recognised that
principals can ex.ert influence over lC'.Jchcrs with contribu1ions to school climate and
norms and the amount of administrative support given to teachers (Lieber. Beckman.
Hanson, Janko, Marquart, Hom&. OJom, 1997; Waslcy, 1991; Wchcr. 1989). A
study conducted by Stamopoulos ( 1998) in Western Austrnlian primary schools
revealed a difference in perception of administrative, management and educational
roles between preprimary teachers and principals. The same study indicated that the
majority of principals believed they lacked knowledge of early childhood education
and they reported that they needed professional development or training in this area.
However, despite this reported lack of knowledge. principals arc in a position to
influence early childhood programs and arc responsihle for grading beginning and
temporary teachers vying for permanent status or employment.
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The "unsympathetic school envircmment" alluded to hy Gifford ( 1993), may
include the isolation experienced hy early childhood practitioners. Isolation and
individualism of tcm:hers is rcg:.mkd as heing ingrained in the working culture of'a
school (Ful lan & Hargreaves, 1992). To compound this general sense of isolation
and individualism within schools, early childhood practitioners fate additional
intlucnccs such as hcing the minori1y in representation of school staff. Isolation m.iy
also he physical with the early childhood amenities set apart from the main school.
In addition. early childhood staff arc often on the receiving end of hlatant ridicule
from primary staff. Such n<liculc largely centres around the notion of preprimary
teachers being 'baby sitters' and not 'real' teachers (Corrie, 2000aJ.
In many instances. early childhood staff arc competing with teachers from the
primary grades for resources and funds. For example, in Australia in the past, many
early childhood teachers have implemented programs in purpose huilt centres and
amenities. which included the provision of a generous outdoor play area. However,
as a result of refonns. teachers may now find themselves in situations where they are
required to implement an early childhood program within a dimimshed space
allocation which is often a transpc,rtablc building. In addition to the constraints of a
smaller building. the allocated outdoor area is oflen reduced. with few funds
available to develop an appropriate outdoor learning environment. The provision of
inadequate space and amenities for early childhood education reflects little
understanding of that which is required to implement a quality program. It may be
concluded that it is the government's agenda to eliminate expensJ\'C differences
between early childhood and primary programs (Corrie, 1999. :!OOOaJ.
The isolation 0f preprimary staff within a school setting, together with the
dilemmas created by the managerial role of principals may perpetuate the
fragmentation and disempowerment of early childhood teachers. Government
reforms involving movement of early childhood programs to school settings and less
resources allocated to prcprimary programs, may mean early childhood education
will become a victim of economic rationalists. Specialist philosophy ,md pedagogy
of early childhood education may become dominated by pedagogy and philosophy
from the primary grades. Thus it is now more important then ever for practitioners to
articulate and communicate early childhood pedagogy. Indeed, a descriptor in the

Early Childhood /Generafiw Standards developed by the National Bo:.ird for
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Professional Teaching Standards (200 I) stated the following ex pectalion of teachers
as an clement of Stan<lan..1 VIII - Professional pannerships:
When [teachers] arc faced with educationally inappropriate mandates,
they can use professional knowledge and st:mdar<ls for ethic.:al practice
to articulate their concerns to administrators and policy-makers and lO
<levise creative responses that safeguard the interests of children (p.
57).

Research in the field has noted consistently that, early childhood
professionals, as a group. have failed to articulate and communic.:atc cffec.:tivcly their
philosophy and pedagogy (Cassidy & Lawrence, 2000; David, 1993; Ebbcck, 1990;
McLean, Piscitelli. Halliwell & Ashby, 1992; Spodck, 1988; Stonehouse, 1994).
Berliner ( L986) too. suggested that teachers (both expetienced and novice) often
lacked the ability to articulate their theories of practice. Indeed, Stonehouse ( 1994,
p. 4) suggested most early childhood practitioners know how to enact appropriate
pedagogy but have difficulty in explaining why "rationally, confidently and
unemotionally". However, to date, little research has investigated why early
childhood practitioners have not developed important leadership skills. In particular,
there is a need to identify factors that innuence teachers' abilities to articulate,
communicate and enact their early childhood pedagogy. As Ebbeck ( 1990. p. 93)
warned:
The early childhood field will continue to have low conditions, poor
status and few resources unless the professionals become more
articulate and assertive.

Teachers as communicators
Reflecting trends world wide, there arc moves across Australia to raise lc\dS
of professionalism within education. Sachs ( 1998) referred to the moves as
initiatives to 'revitalize' the teaching profession. This echoed the proposition of
Full an (1996) that 'reinventing' teacher professionalism with standards of practice
results in further expectations for teacher leadership. Pullan suggested every teacher
would be expected to exercise leadership which would mean "transcending the
classroom door to new forms of collaboration and partnerships within and outside the
school" (p. 703). Given the recent strategy of the Education Department of Western
Australia to extend the career path of classroom teachers by introducing a Level 3
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structure, it is timely to cx..iminc the leadership potential of early childhood
educ:llors. Among the skills identified as ncccssar·, to perform the role of Level 3
teachers is highly developed cemmunicalion skills. Effective communication,
critical reflection and co\lahoration arc clements of expectations identified in the
National Competency Framework for Beginning Teachers ( l 99(1) and in existing and
draft professional standards frame" irks for teachers. For example, Dimension 5 Teaching involves being u leader of k:arning- from the Queensland Standards
Framework for Teachers (c/rq/f) includes the following clements:

•

Demonstrate a commitment to personal lifelong learning, rencction
and sharing;

•

Promote and encourage collegial renection, sharing and dialogue;
and

•

Foster public awareness and understanding of issues pertinent to
children's development and learning (p. 4).

If early childhood practitioners arc to meet the standards, in particular, to be
critically reflective, work collaboratively and communicate effectively with others,
they must be confident to articulate key principles of early childhood education. As
Depree (1989, p. 96) stated:
There may be no single thing more important in our efforts to achieve
meaningful work and fulfilling relationships than to learn and practice
the art of communication.

Interpersonal and intrapersonal factors
Rodd (1987) stressed that communication and interpersonal skills \Vere
educators' 'tools of the trade' and that rather than being innate, educators needed to
learn effective use of these skills. Rodd asserted that interpersonal skill development
would assist the early childhood practitioner to fulfill expected roles which include:
Interacting with children and parents to working with staff members
and acting as a public relations agent for the centre and the profession
in the community and political arenas (p. 24).
At a latter date, Rodd ( 1994) highlighted another important aspect of the role of the
early childhood practitioner, namely to acquire the skills necessary to "innucncc and
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work effectively with women al all levels and men who may be in positions of
aurthority" (Rodd, 1994, p. 7).
lntrapersonal factors such as the level or self-esteem, confidence and efficacy
will also affect a teacher's ability to fulfill these roles (Chemcrs, Walson & May,
2000; Chemiss, 1998). Confidence is part of the construct of sclfvconccpt whkh
Hattie ( 1992, p. 117) suggested can "guide, mediate and regulate behaviour in
various social settings". Pajarcs ( 1996, p. 561) suggested that sc]fvconcept involves
the evaluation of competence to perform a task and the "feelings of self worth
associated with the behaviours in queslion". It follows lhal self-concepl may
influence the behaviour of teachers with regard to demonstrating leadership in the
school setting.
An important clement of interpersonal ski] I development is assertion.
Assertion is defined as "the extent to which one wishes to satisfy her or his own
concerns" (Owens, 1987, p. 259). Assertion is also described in the context of
standing up for your tights in a win-win approach, or saying what you mean and how
you feel, while acknowledging the rights of others (Ground\vatcr-Smith, Cusworth &
Dobbins, 1998). Groundwater-Smith et al. ( 1998) suggested that one or the most
common causes of breakdown in communication is assuming everyone knows what
we are talking about. Given the isolation of early childhood teachers being a
minority in school settings. and the associated pressures. there is a need for teachers
to communicate their pedagogy in an assertive manner.

Importance
The importance of this study is grounded in the belief that in the face of
educational reforms, early childhood education will continue to face declines in
status, conditions and appropriate resources, resulting in less developmentally
appropriate programs unless practitioners exercise leadership skills. Such leadership
skills incorporate early childhood practitioners becoming more articulate and
confident in communicating early childhood pedagogy and philosophy. This study
sought to add to knowledge in se\cral ways. A new model of teacher leadership was
to be developed and tested using a Rasch measurement program to create an interval
level scale of teacher leadership for early childhood teachers. The scale involved
teacher leadership measures (early childhood teachers' real and ideal self-views of
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their leadership) and item 'difficullies' calibrated on the same scale. To the best of
the researchers' knowledge, based on a thorough literature search, this has not been
done before in the field of teacher leadership.
It was also intended to obtain further knowledge and insight about early
childhood teachers' perceptions of their leadership roles. The study aimed to
document teachers' voices on their perceptions of how to overcome the constraints
they face and how best to help them develop stronger leadership skills. In particular,
in Western Australia where a dearth of research in the field exists, the study sought
to enable Western Australian early childhood teachers' voices to be included in the
literature. More specifically, the study aimed to answer the following questions,
thereby contributing to the conceptualisation of teacher leadership and in particular,
adding to knowledge about teacher leadership in early childhood education.

Research questions
1. How do Western Australian kindergancn /prcprimary teachers conceptualise

their role with regard to leadership in the early childhood setting?
Subsidiary questions
•

What are kindergarten /prep,imary teachers' 'ideal' views of their leadership
in schools?

•

What are kindergarten /prrprimary teachers' 'real' views of their leadership
in schools?

2. What factors do kindergarten/preprimary teachers say enhance or constrain their
leadership abilities, in particular, their abilities to articulate and communicate
what they know and do as early childhood teachers?
3. What strategics do kindergarten/ prep1imary teachers use to explain their
pedagogy to principals, staff and children's parents?
4. Can kindergarten /preprimary teachers' self-views on leadership (based on
general leadership. communication and influence) involving 'ideal' and 'real'
aspects be modelled and aligned on a scale from 'low' to 'high', using a Rasch
Measurement Model? Can the 'difficulties' of the items relating to leadership be
aligned on the same scale as the leadership measures from 'easy' to 'hard'?
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5. Can a model be devised to explain early childhood Lcat:hcrs' self-views of
leadership, based on 'ideal' and 'real' aspects, and on general leadership,

communication and influence aspects?

Aims
Closely related to the research questions arc the five main aims of the study.
1. To measure early childhood teachers' leadership and calibrate leadership
measures and item 'difficulties' on the same scale.

2. To develop a model of early childhood teacher leadership based on General
Leadership (classroom leadership, self-leadership, school leadership, and
program leadership), Communication (from early childhood teacher to parents
/principal /other teachers, from parents /other teachers /principal to early

childhood teacher), and Influences (early childhood teacher influence on school,
and early childhood teacha influence on principal).
3. To test the model using the RUMM 2010 computer program (Andrich, Sheridan,
Lyne, & Luo, 2000).
4. To analyse lhe psychometric characteristics of the scale.
5. To analyse qualitative data on leadership from the questionnaire\ and interviews
to gain further insights into how early childhood teachers concep~lisc their
leadership roles.

Definition of terms
Early childhood
In general reference, eorly childhood encompasses the Oto 8 years span.
However, the focus early childhood years in this study are children afed 3 to 5 years,
in settings that incorporate an education context, that is, a kindergart\ or preprimary
setting. In some instances, the abbreviation ECE is used to refer to early childhood
education. This is most often contained within direct quotes from the interviews
where teachers have used this abbreviation themselves.

''
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Gi\'cn the <li1.,1·~sc settings of rcscan.:h in early t:hi l<lhood (d.:1ycan.:.
krndcrgartcn. prcprirnary), the 11.:rms prauitimwr. h'<wlwr and n1rly cl1ildhmnl

rmfi.·s.,imwl me used 111ten.:h;.1ng.cably. largely to rn1111rn,~c repet1t1011. In the general
litcnllure. cad1 tl·rm refers to a person who has completed some 1orm of training

Ill

the early dHl<lhnli<l held. Tlus tr:·inmg may induJc a \\Vo-year assorrnte diploma
qualification or a 1eachrng qualificatmn of three or more years in c;.irly childhood
education. However. mosl suhjccts for the present '.'>ludy possessed a tc;.iching
qualification of three or more years

111

e;.irly childhood education.

Appropriate earl~· childhood p"dagogy
What is considered to be appropnatc pedagogy in early childhood education
is included wi1hin the notion of de·.-clopmcntally appropriate practice. For a detailed
description. sec the rc\·ised sw1emen!

,r ··oc\·e\opmcntally Approprialc Prnctice"

(Bredekamp & Copple. 1997). Consistent with se\'cral dcscripllons of what
developmentally appropriate is. \Vien ( 1996. p. 378) identified three clements th.it
are foundational to early childhood cuniculum. Development.illy appropriate
curriculum is age appropriate. adap1ed to individual uniqueness. and emergent. or
responsive. rather than prcscripli vc.
ReOecting these clements. Tayler ( 1998) outlined what cnnstttutcs 'good'
early childhood education. providing principles of pracl!ce for high quality programs.
Included in these principles were:
I. Play and exploration arc central to effccti,·e learning:

2. Children develop and \cam at different rates and in different ways:
3. Children's learning is integrated and continuous and closely related to
development:
4. Curriculum must build on children's interests and strengths and reOcct
common and individual experiences;
5. Cuniculur., should integrate all learning areas through experiences
focused on the whole child;
6. Assessment practices need to suit the level of dc\'clopmcnt of the
children; and
7. Early childhood programs arc an integral part of the whole school
philosophy and organisational structure.
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The clcmc111s identified by Wien ( 1996) and !he principles oullincd hy Tuylcr

( 1998) encompass the definition of dcvclopmcnl.al ly appropriate early chil<lh(1od
pedagogy for the purpnscs in this study. I fowcvcr, in light of spccific critit.:ism of the
child dcn~lopml·ntal knowledge base of appn1priatc practice ((Jc,llin, 1996; Kalz.
1996a: Lubeck, 1996; Stoll & Bowm..in, 199(l), ti 1s 1rnprn1ant to crnpha . . rsc that

appropriate early childlmrn.1 pedagogy reflects hoth cultural and contextual

appropriateness.

Structure of the thesis
This thesis is comprised of two phases of data collection and reported in 15
chapters. Phase one (chapters one to eleven) reports on the development and

findings of the questionnaire while Phase two (chapters twelve to fifteen) reports on
th~ follow-up interviews and implications of the research.

Phase One
Chapter one introduces the reader to 1hc notion of leadership in early
childhood programs wi1h particular regard to articulating and communicating early
childhood philosophy and pedagogy. Background to the study is provided and its
relevance discussed. The research questions and aims of the study arc also presented
in this chapter.
Chapter two is the literature review which highlights the consistent call from
researchers for early childhood practitioners to articulate and communicate their
pedagogy and philosophy. The chapter also identifies factors that may influence
teachers' abilities to enact and communicate their early childhood philosophy and
pedagogy.
Chapter three presents the theoretical and conceptual framework of the study.
beginning with a discussion from a critical theory perspective. Problems with
existing teacher leadership scales arc highlighted and a new model of early childhood
teacher is proposed.
Chapter four discusses the notion of measurement with regard to teacher
leadership and the subsequent use of a Rasch model of measurement. A new Earl v
Childhood Teacher Leadership scale is proposed and the emergent questionnaire
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outlined. Finally. the pilot tesl fo, lhc teacher Jc:u.k:rship scale and questionnaire 1s
descrihed, including findings that provided directions for improvements !o the
questionnaire.
Chaplcr fiVt.: is a <lescription of the metlmd of the stu<ly and hcgins with u
brief review of methods used in simllur studies, followed by a discussion to suppor1
the design of 1hc present study. The sample and population is descrihcd and the
procedure for data collcclion in Phases One and Two is ou1lincd.
Chapters six to eleven present the data analysis and findings from Pha!:ie One
of the study (lhe questionnaire). Chapter si.x is based on Section A of the
questionnaire and contains a summary of the biographical details. providing
background to and a description of the sample population.
Chapter seven is based on Section B of the questionnaire, the Early
Childhood Teacher Leadership Model and presents the psychometric analysis of the
model. The process of analysis using the RUMM (2010) computer program is
outlined and the results presented. Meaning of the resultant Teacher Leadership
scale is explained and the implications discussed.
Chapters eight to eleven arc based on Section C or the questionnaire
comprised of open-ended questions that sought funher infonnation on responden1's
views on leadership in early childhood education. Chapter eight (Pan A of Section
C) investigates fuclors that teachers reported helped them to explain their early

childhood philosophy to the principal, children's parents and other teachers in the

school.
Chapter nine (Part B of Section C) examines the factors that teachers reported
hindered their explanations of early childhood philosophy to the principal, children's
parents and other teachers in the school.
Chapter ten (Pan C of Section C) examines the strategics thal teachers
reportedly used to help them to communicate their philosophy to the principal,
children's parents and other teachers in the school.
Chapter eleven (Part C of Section C) presents and discusses additiC'lnal
comments made by respondents about leadership in early childhood education.
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Phase Two
Ph.ise two ,1fthc study involves the follow-up interviews. The findings arc
reported in four, haptcrs (chapters 12-1) ). Chapter twelve deals with Par1 A of the
interview findings and investigates how Western Australian early childhood tcad1crs
conceptualise their role with regard to lcmJcrship.
Chapter thirteen. Part B of the inlcrvicw fine.lings identifies factors that early
childhood tcai.:hcrs report enhance or constrain their leadership ahi Ii ties.
Chapter fourteen. Part C of the interview fine.lings c:i.amincs the strategics that
early childhood teachers report they use to explain their pedagogy and philosophy to
others.
Chapter fifteen presents a discussion of the findings from the interviews
reported in chapters thirteen and fourteen.
Chapter sixteen. the final chapter. provides a summary of the study and draws
together the major findings, conclusions and implications of the study for
administrators, early childhood teachers, teacher educators. and for further research.
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CHAPTER TWO

LITERATURE REVIEW

Introduction
Research has identified numerous factors that influence teachers' abilities,
across year levels. to enact their p~dagogy. The factors identified can also influence

teachers' abilities to communicate their philosophy and pedagogy. Limited studies
have been conducted in the area of teacher leadership with regard to articulating and

communicating early childhood philosophy. Consequently. in this chapter a review
of related literature has encompassed year levels other than early childhood. Nine
factors or sources that may influence teachers' abilities to exercise leadership skills
have been synthesised from a broad spectrum of educational settings, across varied

student ages and different countries. These are ( 1) Institutional control: ( 2) School
culture; (3) System level influences; (4) Career path of teachers: (5) Tcachc.r v01ce;
(6) Staff relationships: (7) Community innuences: (8) Interpersonal skills: and (9)
Intrapersonal skills. The evidence for these is explained in the material to follow.
It is not purported that these factors are the only sources that influence
teacher leadership abilities, but rather, these were the factors that commonly emerged
from a wide literature search. Each of these factors may influence. to some degree.
early childhood teachers' abilities to articulate and communicate their pedagogy and
philosophy. A further limitation should be noted whereby much of the literature in
the field of teacher leadership is based on qualitative research methods and,
therefore, the findings are criticised by some as lacking measurement and causal
support. In addition, some studies could be criticised for the small sample size and
the lack of detail provided about the methodology and the process of interpreting
data. Despite the fact that some research is based on as few as one or two case
studies of single teachers, supporters of qualitative research would argue that it is
these studies that provide 'richer' data and more insight and understanding into a
problem or situation (Creswell, 1994: Punch, 1998).
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Institutional control
Zcichncr. Tahachnick & Dcnsmon: (1987) outlined a model that identified
three forms of control or constraints that i:an he cxc11cd on classroom tcat:hcrs,

ultimately in!lucncing their ahility to cnal't their pedagogy:
I.

Direct control where the principal or other super-ordinate
doscly monitors tc;1d1crs' actions;
Burcaucratil: control from rules, policies and social
hierarchies: and

3.

Technical control such as curriculum, teaching resources,
building designs and timetables.

In the first form. direct control. principals had clear expectations of what and
how teachers should leach. but it was found that they rarely attempted to monitor

whether teachers complied with school nonns. Lack of monitoring may be
interpreted as lack of interest which may. in tum, influence the pedagogy or teachers.
Others, however. have suggested principals may exert considerable influence on the
program that teachers implement (Full an, 1996; Greenberg. 1995). For example.
anecdotal evidence indicates some principals have required teachers to restructure
their program to include more fonnal teacher-directed tasks and to reduce hlocks or
child-initiated activity. Fullan (1996) warned against situations where the principal
manipulates teachers to conf .. n to personal visions. It is suggested that. in these
situations, teachers do not articulate their voice. Fullan pointed out that teachers
might have visions that arc equally valid, ir not more valid. than the principal 's
vision. The same may be said for early childhood pedagogical knowledge where the
teacher may have more valid knowledge than the principal. In the same vein.
Crowther and Kearney (1998) in an analysis of Queensland· s Standards Framework,
questioned whether there is an implication that administrators' knowledge is
"superordinate to teachers' knowledge" (p. I I).
In a study on the effect of education on child care teachers' beliefs and

classroom quality, Cassidy, Buell, Pugh-Hoese and Russel ( 1995) concluded that the
support of colleagues and administrators was a strong determinant of the like Iihood
of putting knowledge inlo practice. Teachers who lack support may fin<l it difficult
to transfer acquired or increased knowledge or developmentally appropriate practice
to classroom practice. Based on similar findings, Greenberg ( 1995) and French and
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Pena ( 1997) concluded that in order 1<1 pn,m(1te exccllcnc.:e in early chi ldh(i11<l
education, principals must provide active lcu<lersh1p and support for the early
childhood program in their sc.:hool. From another angle, Berlak & Bcrlak ( 1981, p.
247) suggested that most mJrninistrators share the same goal - to "<lirect/y or
indirectly ... influence the way tcad1crs c.:onduct schooling ... 1,r n:solve the
dilemmas". On the other hand. \\'cbcr ( 1989) suggested pnncipab have a more
"indirect' influence on what happens in tcuchers' classrooms. In another study.
Blase. (1988) concluded teachers develop a political self, based on rcacti ve or
proactive responses. and behaved differently with principals they viewed as either
participatory or authoritarian. Teachers tended to be more closed with authoritarian
than democratic principals and. as control over teachers tightened, they became less
motivated and corn mi tted, which reduced their overal I involvement in their work.
However, this study did not consider the effect of a laissez-faire principal. It could
be argued that given the opposite extreme of teachers left to their own devices with a
laissez-faire principal. there is also the possibility of little motivation and
commitment from teachers.
Embedded within the form of technical control and with the call from the
literature for increased participatory educational leadership arising from the
principal. there lies a contradiction. It has been suggested that teachers do not seek
educational leadership from principals in tenns of the nature of learning or classroom
teaching, organisation and management. Indeed Sarason {1995. p. 75) suggested
teachers "tend to shy away from meaningful discussicms of these mailers w11h the
principal". Sarason ( 1995) went further to state that principals feel uncomfortable in
this role and would rather that teachers solved their own problems. Thus. while the
need for more support from the principal for the early childhood program is
highlighted, it seems that pervading attitudes of both teachers and principals arc
likely to be a barrier to this occurring.

The second ronn of control (bureaucratic) outlined by Zcichncr ct al. ( 1987)
included school policies and procedures that attempted to guide and control teachers'
behaviour. The study revealed that teachers complied with these policies and
procedures to varying degrees. Kuzmic (1994) highlighted the need for teachers to
develop as reflective practitioners so they may acquire the skills to resist conformity.
or challenge what they view as inappropriate bureaucratic pressures. An esscntiul
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foundation for this prm:ess is to understand the organisational life of schools in order
to develop political tactics and teaching strategies necessary to deal with diffic-ullies.
Teachers find idiosyncratic: ways to interpret or adhere to school policy. For
example. ;.m early childhom.l teacher may helieve that there 1s no need for, or benefit
in, implementing a procedural dis<.:1plme pola:y adopted by the sdmol, or for
reporting <I <.:hild's progress to parents in a school-wide formut. A study of three
early childhood teachers whom Ayers ( 1992) referred to as

t(•si.\'tWU

teacher.\·,

revealed each found independent ways of resisting pressures that did not match their
values. such as teaching to tests and grading. The ahility of a teacher to avuid
adopting a school procedure, or l<' use it in a modified form, depends largely on the
use of adept political skills and the context or culture of the school. Silva, Gimbert
and Nolan (2000) use the tenn learning to 'navigate the structure of the schools'.
This process involved teacher leaders becoming aware of the culture and politics of
the school and finding ways to comrnunicale !heir ideas in accepted ways within the
school. In support, Brookfield ( 1995, p. 221) suggested that as tc..:.:-hers develop.
they acquire "a stock of tactical knowledge about teaching against the grain in
institutions hostile to their values".
Zcichncr, et al. (1987) identified technical control. the third fom1, as the
strongest influence on the actions of teachers. Elements such as school curriculum.
teaching resources, building designs and timetables were seen as pcr\'admg every
teacher's classroom. One example of technical influence in an early childhood
context has been highlighted recently in Western Australia. Ewing ( 1997) and Corrie
(l 999) reported the decline in spa.:e allocation for early chi ldhond buildings as hcing

a significant constraint on the practices of teachers. In a study by Wien ( 1996 ). time
pressures were identified as having a dominant impact on teachers' abilities to
construct developmentally appropriate practice. It was suggested that the paucity of
time for teachers to plan, prepare, enact and reflect, led to a reduction in program
content and quality. It could also be said that, if a teacher had a high degree of
commitment and motivation, or a suppm1ive working environment in the face of time
constraints, then the impact on the quality or content of the program might he
reduced. In other words, a combination of factors or influences, rather than a lack of
time alone may lead to a reduction in quality of the program. Indeed, Duke ( 1994)
touched on the issue of teacher motivation and its effects on the quality of teaching in

23

'

one of si-... propositions for leadership in relation to tew.:hcr commitment and
meaningful ac:tivity. I le posited t:1a1 one clement necessary for !cacher commitment
w,1s.f(,c11s whid1 involved having " ... a dear sense of how to concentrate scarce time

and energy i 11 order to move in

,1

<lesi rc<l di rel:! ion·· (Duke, I <J<J7, p. 27 I ).

The three forms of control over teachers' actions i<lcntified hy Zeichner, ct al.
( 1987) can be viewed as clements of !he culture nf an educational setting or school.
The culture of a school Jws hccn defined simply as "the way things arc done ar,~·md
here·· (Deal. 1987. p. 5) or. applied to organisations more generally, culture has hecn
defined as:
A pattern of basic assumptions - invented, discovered or developed
by a given group as it learns to cope with its problems of external
adaptation and internal integration - that has worked well enough to
be considered valid and. therefore, to be taught to new members as the
correct way to perceive. think, and feel in relation to those problems
(Schein, 1985, p. 9).
Similarly. and with specific reference to school culture, Stolp ( 1991)
suggested that it is the system of meaning which shapes the thoughts and actions of
members within a school. In Stolp's definition of school culture, the patterns of
meaning arc fanned in the school's history and include "the norms, values. beliefs.
ceremonies, rituals traditions, and myths underslOod, maybe in varying degrees, by
members of the school community" (Stolp, 1991. p. 2).

School culture
As an all-enveloping influence. the culture of an educational setting can ex.en
very strong pressures on the way teachers enact their pedagogy (Beare, Caldwell &
Millikan, 1989; Hargreaves, 1994: Saphier& King. 1985: Sergiovanni. 1990).
Hawkey (1996) proposed that teachers with strong self-images as educators could be
undermined by the context in whkh they work. Where there is conOict between a
teacher's view of pedagogy and the culture of an organisation, many beginning
teachers make "a conscious decision to adapt to the existing culture since this will
bring greatest success, until such time that they can resist or change that culture"
(Hawkey, 1996, p. 101 ). However, it was noted that this adaptation to circumstances
could become internalised with teachers not returning to practice that rencctcd their
initial or fundamental view of teaching.
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In the same vein, Bullough (1987) suggested the culture of a school can:
... press the teacher lo set aside conflicting personal values ... if we hut
listen to the voices of teachers, what we can hear arc the uneasy
compromise and of unfulfilled lingering dreams, dreams of the kind of
teacher they want to he (p. 86).
In support, Corrie (1996) found that in situations where teachers' views of
pedagogy conflicted with those oi the head teacher, they either adapted to the
conflicting views or left the school. In relation to early childhood pedagogy, Daniel
(1994, p. 64) summarised the view of several early childhood practitioners to
highlight the "vulnerability of new teachers to a range of inappropriate practices and
expectations, many of which reflect society's general misunderstanding regarding the
needs of children".
Within some schools, there is evidence of what Hargreaves ( 1994) referred to
as a 'balkanized' culture. 'Balkanization' is where tcm.:hcrs arc separated into
"insulated and often competing sub-groups within a school" (p. 213 ). Membership
of a particular subgroup may increase the degree to which teachers arc hindered in
their ability to articulate and communicate their philosophy. Hargreaves pointed out:
Promotion, status and resources arc frequently distributed between
and realized through membership of teacher suh-culturcs. These
goods are not distributed l!Vcnly, nor arc they contested hy different
sub-cultures on equal terms. Teachers of older students tend to
receive more status and rewards than teachers of younger ones ... In
balkanized cultures, there arc winners and losers (p. 215).

It may be concluded that early childhood staff arc likely to constitute one of
these sub-groups within a primary school setting and, in particular, the subgroup is
likely to be one of low status (Gifford, 1993; Halliwell, 1990a).

System level influences
Influences are exerted on teachers from outside the classroom milieu,
emanating from what is often referred to as the system or macro level. Halliwell
( 1992) identified the source of some of these influences, noting that each group of
stakeholders held competing perccplions about the hcsl approach for care and
education in early childhood:

25

Interests of other :-.lakeholders, policy makers, funding agencies, local
communities and competing interest groups, impinge on
(practitioners'\ work with children in quite subtle ways, as p.ut of the
social structure of their work context (p. 110).
In support, Wood and Bennett (2000) noted that policy. curriculum directives
and in-service courses could influcrn.:e teachers to ch,rnge or modify their
professional knowledge. Smythe ( 1996) suggested that devolution m the form of
self-managing sd1ools serve to strengthen central control rather than empower
schools and their commumties as purported. From this perspective, Smythe Jahelled
our schools as socially unjust ,m<l suggested that leaders of socially just schools
would "take a strong stance against external agencies who hold impos1tional views"
(p. 1127). This has implications for the field of early childhood education. Given
that there is a lack of knowledge. support and understanding from some principals
for appropriate practice in early childhood education (French & Pena. 1997;
Stamopoulos. 1998), it is unlikely that these principu.ls would be in a position to take
an infonned stand against pressures from external agencies that held views contrary
to what is considered to be appropriate practice in early childhood education.
From a more global perspecti vc, Vaughan and Cahir ( 1996 J asserted that
children's services are affected by such policies as industrial relations. economic
reforms, family, status of women and social justice. More spec1fically. Halliwell
(1992) highlighted factors such as societal trends. television and parent expectations
as being sources of constraints for teachers implementing their curriculum.
In a study of two teachers of five and six year olds in a primary school setting
in Australia, Halliwell (1992) inwstigated how teachers could implement a childrcsponsive curriculum in the face of influences which conflicted with their practical
knowledge. Though aware the cuniculum was a result of both their mvn actions and
the influences of others, the teachers unintentionally blamed others for decisions they
believed they were pressured to take. Such influences were referred to as dilemmas.
and it was noted that while teachers may face common dilemmas, the way in which
each dilemma was experienced and managed varied with each practitioner.
Following this, Halliwell ( 1992) asserted that there was a need to know how
experienced teachers maintain what they consider to he appropriate practice in the
face of pressures in their work context. However, it could he argued that strategies
employed by experienced teachers may not be able to be utilised by less experienced
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tc,1chcrs. Less experienced teachers too, may successfully employ their own
strntcgics to resist pressures in their work place. It may he that the success of a
particular strategy is linked also, to lhe level of confidence or personality type of the
teacher. rather th,111 thc level of experience alone. For this reason, it may he more
pertinent to invi:stigatc how early childhood teachers with varying experience
pcn;cive and oven:omc constraints or harriers

10

appropriate practice in their work

context.

The career path of teachers
The stage at which early childhood practitioners arc in their development or
career path has been identified as an influential factor in the exercising of leadership
skills. Vander Ven ( 1988) outlined a five-stage development model for early
childhood educators: (I) Novice: (2) Initial: (3) In fanned: (4) Complex: and (5)
Influential. According to the level of professionalism and roles and functions
outlined in each stage, it i..:an be ir.ferred that early childhood practitioners, from at
least stage three (informed), have the knowledge base and opportunities to articulate
and enact their pedagogy. As Vander Ven (1988) suggested, early childhood
practitioners in the infom,cd stage:
... feel more sure of their abilities ... [and] are also able to transfonn
passivity into a more confident stance in which there is more ability to
act to modify these external variables that do not positively support
their work (p. 148).
In a later model, Vander Ven ( 1991) outlined three stages for early childhood
practitioners' development: (I) Direct care, novice: (2) Direct care. advanced and:
(3) Indirect care. These models can also be related to the 4 slages proposed by Katz
(1977): (I) Survival: (2) Consolidation: (3) Renewal; and (4) Maturity. It is
interesting to note that further research by Katz ( I995a) revealed experienced
teachers could regress to the survival slage with changes in context or influences. In
the Katz ( 1977) and latter Vander Ven (1991) model, it would be most likely that
teachers demonstrate leadership skills from stage three (renewal), or stage lwo (direct
care) (Rodd, 1994). However, it should also be recognised that some beginning
practitioners may exhibit well-developed leadership skills.
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Demonstrntinn of leadership at the renewal or direct-care st;.1gc would
incoriior:.1te a hroadcr range of leadership skills tlwn is the focus for the present
study. It is argucd tlwt oppo11unities for exercising lcatlership skills including
aniculation and communication of early childhood pedagogy, woultl arise from the
heginning stages of the Katz antl Vandcr Ven models. I lowcvcr, it seems the dcgrec
lo which tc;.u;hcrs harness each opportunity varies from teacher to teacher. If more
practitioners grasp each oppo11un:ty. it may aid the perccptmn of early childhood
education as a profession and gain "much needed advances in community credibility
and status" (Rodd. 1994. p. I).
From another pcrspccti\'e, Jorde Bloom (1999) suggested that directors of
child care in their role as 'middle managers' progress through four stages of (I)
Blind compliance.(~) Uncomfonable compliance,

(3)

Working the system, and (4)

Redefining the system. The first stage. blind compliance, is when the director
complies with the will of an authority without question. The second stage.
uncomfortable compliance. is when a director complies with an authority out of
intimidation or fear of consequences, but privately questions the actions. The third
stage, working the system, involves working within organisational constraints to
achieve desired outcomes. The fourth stage. redefining the system. is when the
director is able to educate or innucncc an authority through being "adept at
advocating for needed changes to make their programs more efficient and cffecli\'c··
(Jorde Bloom, 1999, p. 93).
Whilst these stages suggested by Jorde Bloom (1999) arose from research
with directors of child care settings. parallels can be drawn with the \\.'Ork of early
childhood teachers within a school setting. These teachers too may be viewed as
'middle managers', as they direct their teacher assistants and other adults working
with the children in their care, and also answer to the principal as the authority within
the school. However, from this perspective. one would expect that teachers would
only be able to demonstrate leadership from the third and fourth stages of working
the system and redefining the system. This is contrary to the assumption on which
the third wave of teacher leadership is based, that every teacher is expected to
exercise leadership through being an advocate. ensuring that the children in their care
arc immersed in an appropriate teaching and learning environment. Nevertheless, the
influence of contexts, personal experience and confidence on teachers' leadership
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abilities cannot be dismissed. Whilst some beginning teachers may indeed progress
through the four stages suggested hy Jorde Bloom ( 1999), others may hegin their
teaching career operating at stage three or four. Olhers still, may not progress
beyond stage two

or uncomfrniahle compliance or "remain fixed al a less than

competent level" (Berliner, I994, p. 60~ l) for the duration of their teaching career.
It is this situation which leads to the question of what foctors help 'or hinder teachers

to progress beyond uncomf011able compliance to enact leadership in communicating
their philosophy and redefining the system'?

Teacher voice
Research mentioned previ0usly, has consistently identified the need for early
childhood teachers to articulate and communicate their voice, in order to be proactive
advocates for young children and the early childhood profession. Ball (1987)
described voice as being:
... either the articulation of individual views and grieva~ces or a
collective statement. ... collective responses in an organizational
setting depend to a large degree on the awareness among a group of
actors 'of the commonality of their goals and the commonalily of their
fate' ... that is, the establishment of an interest group \P· 63) ..
Closely related to voice is the notion of activism which Sachs ( 1998)
described as:
... responding publicly with issues that relate directly or inJirectly to
education and schooling. It involves participation, collabo~ation and
cooperation from within and outside the profession (p. 9) ... ~~ requires
risk taking and fighting for ideals that will enhance education (p. 10).
It is the collective voice that is generally viewed as the most powerful or
influential and indeed, regarded as the 'safer' form of activism by Sachs (1998).
However, Sachs emphasised that individual activism was also important, stating
teac:1ers should be active and proactive both individually and collectively. Rodd
(l997a, p. 4) outlined three areas based on those termed by Meade as webs of
influence in which teachers can become active: I) the political web where policies
can be influenced; 2) the professional web where values and professionalisation can
be influenced; and 3) the web of scholars where practice can be informed and guided
at the grass roots level.
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It is important to note that. in c:u.:h of these webs. the skills of c!Tcclivc

articul,1tion and communiration nf .:arly childhood philosophy aml pedagogy arc
essential. In order to he inlluen!lal in each web, e:Jrly chil<lhood prac11t10ncrs must
perceive themselves empowered

10

d1rec1 their own life, :-.o they can be proactive

rather th<lll rcaL·tivc (Rod<l, 1997a).
Fullan and Hargreaves ( 199:!J highlighti.:d the importance of 111di vi<luals
taking rcsponsihi lity for what they believe in. quoting Barth ( 1990. p. 131) .it length:
To assert one's leadership as a teacher. often against forces of
administrative resislance. takes commitment to an educational ideal.
It also requires the energy to combat one's own inertia caused hy
habit and overwork. And it requires a cert.iin kind of courage to step
outside of the small prescribed circle of traditional 'teacher tasks', to
declare through our actions that we care about and take responsibility
for more than the minimum. more than what goes on within the four
walls of our classrooms.
It is acknowledged, however, that many researchers have warned repeatedly

that educational reforms do not SL'pport cultures in which teachers arc encouraged to
engage in collaborative activity and open communication (Ball, 1997; Hargreaves,
1994; Fullan & Hargreaves, 1992). Further, Anderson (1996) highlighted the
existence of 'institutional silencing' whereby "voices tend to be silenced in order to
protect the powerful" (p. 958). In support, Smythe (1996) argued for the need for
our self-managing schools to be based more on educational. social and democratic
ideals rather than the present economical considerations. Smythe ( 1996) proposed
several criteria for socially just self-managing schools. Among them were:
•

Who is allowed to speak - only those in positions of power and status?;

•

Whether decisions are anived at on the basis of genuine consensus;

•

Whether some viewpoints are privileged, while others are denied, ignored
or silenced;

•

Whether participation and collaboration is genuine, or forced and
contrived: and

•

Whether deliberate moves are made to search out the view of minority
groups and where their voices are being heard (p. 1124).
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These t.:riteria can he applied equally to all persons within the interlocking
contexls of ;.1 school. !hat is, the teachers, students, parents and the c;omrnunity.
Hmvcver. in the conte.\t of the present study, 11 is the status of early childhood staff

within a school in relation to these criteria that

1s

the focus. Smythe ( 1996, p. 11 I 8J

concluded that:
\Ve need to listen to nne another's voiccs as teachL:rs more and
puhlidy defend them against the ones who unthinkingly follow the
model of industry.

Staff relationships
Another important factor that innuenccs teachers' abilities to exercise
leadership skills is the relationship between adults in early childhood programs.
Whether the relationship is between a director and child care workers, prcprimary
teacher and assistant, or preprimary teacher and primary school principal, the quality
of the relationship can have considerable influence on the degree to which desired
pedagogy is enacted or communicated. For example, role clarity has been identified
as a key element of professional and collaborative relationships (Lieber. Beckman.
Hanson, Janko, Marquart, Horn & Odom, 1997; Smylie & Denny. 1990). ConOict
arising through lack of role clarity can contribute to teachers feeling discmpowered
or believing they lacked leadershi? skills (Best. 1996; Gold & Roth. 1993; Jorde
Bloom, 1999; Wasley, 1991). Stamopoulos (1998) found that preprimary teachers
and principals in Western Australia held differing perceptions of role responsibilities.
sometimes leading to difficulties in relationships. It is likely that differing
perceptions may affect the working relationship between the principal and teacher,
ultimately influencing the ability of teachers to articulate and enact their early
childhood pedagogy. Indeed, some principals may have a vested interest in keeping
early childhood teachers disempowered. For example, a teacher who articulates and
communicates early childhood pedagogy in an assertive manner may be viewed as a
threat to the leadership roles of some principals (Trocn & Boles, 1994; Yarger &
Lee, 1994).
Relationships among staff in educational settings have received little attention
within the vast amount of educational research conducted over the decades (Sarason,
1991 ). In Sarason 's view, human relationships are one of the most "revealing
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features of the school culture" and the lack of research inlO these relationships is
"symptomatic of the ncc<l ell her to deny re.ti it y or IO hide it from outsi<lers" (Sarason,
1991. p. 75). Saras1m als111mtl1nec..l factors that affected relationships among swff
within a school. mdudmg age. ye<l!'s of tcad11ng, manta! .s\alUs, pen:eive<l
i.:ompctencc, sex. year level heing taught and psychological anti e<lucational
orientation. Sar,1son ( 1991. p. 7)) prnposec..l that there 1s a tendency for outsiders to
,·iew teachers within a school as .t "cohesive .tnd rnteractive group" hut .suggested the
reality to be otherwise. Early childhood prm:lilioncrs teach the youngest year level
and haw a different cdw;ational orientation to most other staff, and this is likely to
affect the interactions or relationships with other staff within the school.
The role of individuals within early childhood settings is tied closely to who
has percei,•ed control. Administrators may perceive organizational climate more
favourably than their staff who perceived low levels of control in their roles (Jorde
Bloom. 1988). Similarly. Halliwell ( 1990b) suggested that teachers who perceived
others as having greater authority might feel limited m their actions within the setting
of the school. In the same vein, Dinham (1992) suggested some beginning teachers
were reluctant to seek assistance from their supervisors who ultimately assessed their
performance. in case it was viewed as an inability to cope. Coladarci_ and Breton

(1997), too, found that teachers in a positive supervisory relationship reported a
higher sense of efficacy than those in a less positive supervisory relationship. and
Blackmore (l 996) noted that we need to recognise that "we arc all complicit in
particular forms of domination and relationships which produce inequality" (p.
1033).
Another inOuence on interactions between staff is the varying perceptions of
individuals in relation to gender. Gender has been posited as an important contextual
or cultural element when examining the phenomenon of leadership (Cox, 1996;
Klenke, 1996). Valli (1990, p. 46), asserted that many of the dominant assumptions
held by individuals in our society "maintain an injust and repressive social order".
With regard to gender issues, some have suggested that the male perspective is still
dominant in our society and that many educational institutions do not question
gender-biased assumptions that may be inherent in each institution (Anning, 1998;
Bransgrove, 1993; Cox, 1996). Anning (1998) took this view further and suggested
that there is a gender divide between two of the major stakeholders in early
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childhood education, that is, the practitioners and the polky makers. In Annin g's
view, practitioners arc "mostly women, mostly educated in the state system" and
value the notion of nurturing children ,ind learning through play. In contrast, policy
makers arc pcn..·civcd to he "mostly men, mostly educated in private schools, and
regard play as a frivolous ~u:tivity" (Anning, 1998, p. 302). Gender imhalancc is
evident in the staff of many schools where the majority uf teachers arc female, and in
administrative positions where females arc underrepresented at the high levels in

authority and pay.
Likewise, in Western Australia, the majority of early childhood teachers arc
female, and it is most likely that the principal of the school will be male.
Stereotyped percl!ptions of gender, held by either the teacher or the principal, may
influence interactions between them. A decade ago, Ball ( 1987) asserted that women
experienced c!iscrimination in the "construction of their careers and articulation of
their views" (p. 72). Further, Ball pointed out that if women communicated their
views in an assertive manner, they may create hostility and even confirm prejudices

held by some men. In support, Cox (1996) posited that rather than being looked
upon favourably (as would a man) for demonstrating leadership skills such as
speaking out, women are subjected to criticism in tenns of being unfeminine or
difficult. Such attitudes are perpetuated across society and, in Waniganayake's

(1998, p. 96) view, are a "major stumbling block in the development of leadership"
in the field of early childhood education.
Whilst some may claim our society has progressed beyond blatant
discrimination against women, it is suggested by many that biased views of gender
roles and power relationships are still evident in society and educational institutions

today (Ben-Peretz, 1996; Blackmore, 1996; Cox, 1996; Summers, 1997). Indeed,
Helsby and McCulloch (1996) called for examination of the role of gender as a facet
of teacher culture to shed more light on 'teacher professionalism' and 'professional

control' (p. 72). Schmuck (1996) went further to state:

If educational reform is to occur, researchers, theoreticians and
practitioners must recognize that gender must be considered as a
relevant variable in the lives of girls and boys, and women and men in
schools (p. 348).
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Similarly, Ben-Peretz ( 1996, p. 185} :mggestcd that "interpersonal relations
arc at the centre of tem:hers' professional lives" an<l that accounts of "power
relationships hctwccn themselves an<l thcir mainly male supervisors" will provide
opportunities for other tcuchers to c.xaminc issues (Jf gender ,md power frum a more
critical perspective. Riehl and Lee ( 1996) suggested that women arc empowered
when they work in schools that addrcs.'i gender issues or have female leaders.
However, one would assume that the personalities and perceptions of the women and
other staff within the setting would also have some influence on the degree of
empowennent realised. Reflecting a broader view of relationships. Elicker ( 1997)
highlighted the need for more research on the importance of relationship qualities
and processes in early childhood settings in order to infonn educators wishing to
communicate and develop relationship strategics.

Community influences on pedagogy
Another source of influence on teachers' pedagogy from outside the
classroom milieu is families of the children. Teachers may face pressure in the fonn
of communicated expectations from children's parents. Indeed, in one study, 60
elementary school teachers cited children's parcnls as a source of pressure,
emphasising academic curriculum (Stipek & Byler, 1997). Another study found
principals believed parent expeclations lo be the second most important in!luence on
the implementation of a developmentally appropriate program (French & Pena,
1997). For example, some parents may believe a major role of early childhood
educators is to provide opportunities for children to develop school readiness skills
or to concentrate on more academic curriculum. However, these expectations are
contrary to what is considered to be developmentally appropriate practice for young
children. The difference between expectations of some parents and those of early
childhood practitioners highlights the need for early childhood teachers to possess
the ability to communicate their philosophy and pedagogy to children's parents.
Hargreaves (1997) emphasisr.d that teachers' leadership roles include
effective communication with parents. Hargreaves noted that many teachers arc
poorly prepared for such leadership roles and arc "often uncomfortable about
assuming wider responsibilities with parents and community groups" (p. 102). In the
same vein, Davies' and Pollnitz ( 1994) suggested skills that supp011 the development
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of relationships within school settings (for example, communication ski Ils, hccoming
more articulate an<l asse11ivc), while an essential clement of teachers' roles, arc not
easily learned from texts and lectures at the undergraduate level. It seems that skills,
which support the development of cffc<.:tivc relationships within a school community,
arc more likely to develop when integrated with real situations and experience. This
means that in some instances, teachers may face pressure from sources within the
school community before and while they arc developing the necessary skills. In
effect. influences from the school community may constrain teachers' abilities to
communicate their pedagogy and philosophy.
With regard to outside influences on teachers' work Jives, Ruohotie

(I 996,

p.

128) referred to 'triggering mechanisms' or factors that can influence a person to
change their work in some way, or to seek further knowledge or professional
development. These mechanisms were grouped into three categories: ( J)
organization /society e.g. change in technology, cultural events; (2) work role e.g.
role models, relationships; and (3) individual e.g. personal life changes,
dissatisfaction with status quo.
Any such factors from outside a teacher's work place may trigger some
change in their professional life. However, it must be recognised that such triggers
may also result in changes that have a negative impact on teachers' professional
lives. For example, preprimary teachers may experience some form of 'individual'
trigger whereby they no longer feel able to accept the status quo of their status within
the primary school. As a consequence of becoming more vocal and assertive with
school issues that impact on the preprimary area, early childhood teachers may find
their actions put the principal or other staff offside, with their more vocal presence
viewed as a threat, or an unwelcome force in school decision-making.

Interpersonal skills
Effective interpersonal skills are vital in educational settings but it has been
noted that these skills arc ones which many teachers lack or find the most difficult to
exercise (Barth, 2001; Rodd, 1997b). Over a decade ago, Rodd ( 1987) highlighted
the need for interpersonal skills training to be included at the undergraduate level in
early childhood education. In an evaluation of an interpersonal skills course, Rodd
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found students rcprn1c<l an incrcasc in self confidence, undcrslan<ling self and olhcrs,

asscni v::ncss an<l communicalion ski Ils.
More recently. i:onccrn has hccn voiced in the chil<l <.:arc ficlJ with rcg,mJ to

.i

perceived lack of leadership ski I ls dcmonstrnlcd hy centre directors. In response,
Bloom and Sheerer ( 1992) condw.:tcd a 16 month early chi ldhoo<l lcadcrship program
that included such components as leadership style, parent and community relations,
and public policy and advocacy. Many participants
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the progrnm rcp<,rtcd

increased assertiveness. motivation to become involved in early childhood issues,

and a "willingness to advocate for young children and the profession" (p. 586). It is
recognised that the director or coordinator can influence the work environment and
quality of the program through setting standards and expectations. The same may be
said of the early childhood practitioner influencing the program and work milieu in
their centre or classroom. Thus it is essential for practitioners to acquire the
leadership skills necessary to articulate and communicate these expectations to
parents, other staff, and the wider community.
Although it may be argued that some early childhood teachers within a school
setting may lack such leadership skills and, although it has been shown that training
can increase leadership skills (Bloom & Sheerer, 1992), teachers must first have a
desire to develop further skills in these areas. An extensive review of the literature
revealed no research to date that has investigated early childhood teachers'
perceptions of their leadership roles in tcnns of their actual and ideal views of
leadership. That is, whether early childhood practitioners desire to have improved
leadership skills. Perceptions of leadership have been identified as a crucial
influence as to whether people emerge as leaders (Duke, 1994; Kolb, 1999).
Literature discussed previously has highlighted the importance of
communicating early childhood pedagogy. However, Good and Brophy ( 1991)
stated that before teachers can articulate and communicate their pedagogy, they must
first develop an effective classroom. "Only then can the teacher help other teachers
understand what they arc doing ir: their classrooms" (p. 547). Further, however, it is
argued by some that as part of developing an effective classroom, teachers must
develop skills in critically reflective practice (Brookfield, 1995). In a study within
child care settings (Cassidy & Lawrence, 2000) teachers were found to have either
done little reflection or lacked the ability to mticulatc any reflection when asked to
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communicate or explain their teaching practices. Critical rcnectivc practice has hecn
a descriptor identified consistently across standards frameworks for teachers.
Through critical reflective practice, teachers arc able to explain and justify their
beliefs and actions to themselves and others. Brookfield dcs<:ribcd the criti<:ally
reflective teacher as:
... mud1 better placed to communicate to colleagues and students - as
well as to herself - the rationale behind her practice. She works from
a position of informed commitment. She knows why she docs what
she docs, why she thinks what she thinks .... This sense of
groundcdness stabilizes her when she feels swept along by forces she
cannot control (p. 23).
From a similar perspective, Allen ( 1992) described the benefits of critical
reflection:
Although the teacher may be in a physically constraining context
where they are limited, they can access all levels of cognitive interest
and explore their limitations. It may well be that this will overcome a
lot of self-imposed limitations and release teachers to explore avenues
which they had not previously considered as an option. It may also
encourage teachers to view communication with others as a necessary
and vital part of teachers' work (p. 272).
Brookfield (1995), too, emphasised that critical reflection is a social process
and best learned through conversations with colleagues. However, it is recognised
that the culture of schools can be the source of barriers to critical reflective practice.
Brookfield identified three cultural barriers to critical reflection as silence,
individualism and secrecy. Similarly, Fullan and Hargreaves (199'.!) identified
privacy, individualism and isolation as persistent in school cultures. Overarching the
cultures of schools is educational reform based on 'market forces' (Ball, 1997). The
resultant 'corporate-like' cultures is where, Ball (1997, p. 261) stated:
Professionality is replaced by accountability, collegiality by
competition and interpersonal performative comparison. These are
forms of power which arc realised and reproduced through social
interaction within the everyday life of institutions.
In the same vein, the culture of a school can also be the source of barriers to
collaboration or collegiality. Sergiovanni ( 1990, p. 117) defined collegiality as:
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The existence of high levels of collahoralion among teachers and is
characterized hy mutual respect, shared work values, cooperation, and
specific conversations ahout tem:hing ;.ind learning.
Firestone (1996) suggested that collegial interaction helped teachers with
support ;,md commitment to their work hut also noted that the structure of schools did
not allow strong collegial interactions to develop. In addition, Firestone sug;_,csted
that collegial interactions were more likely to occur at high school level and least
likely to occur in e\cmentary grades. Among the standards frameworks for teachers,
collaboration and collegiality arc consistent expectations. However, it appears that
collaboration and collegiality will be realised more readily in some schools than
others. In some schools. early childhood teachers do not share equal status with their
primary colleagues and their opinions are not valued in conversations about teaching
and learning. In these situations. 11 would be difficult for the early childhood
teachers to become a part of meaningful collegial interactions. In some schools, the
culture of collaboration or collegiality may be contrived (Hargreaves, 1994) which
would have similar implications for early childhood teachers who may endeavour to
articulate and communicate their pedagogy.

Intrapersonal factors
It has been suggested that self-confidence or esteem is the most crucial
foundation for effective leadership (Chemiss, 1998). Self-confidence is based on
self-knowledge which includes a "realistic assessment of [one's] strengths and
weaknesses" (Chemiss, 1998, p. 27). It follows that in order to enact leadership
roles, early childhood practitioners must be able to reflect on and attain an accurate
perception of their personal strengths and weaknesses that may influence their
abilities to perform these roles. Self-efficacy which is the result of achieving what
one has set out to achieve can be viewed as a component of self-esteem (Barry &
King, 1988) and it is suggested that teachers need a feeling of efficacy to be
motivated to strive for further success.
A sense of efficacy has also been linked to the willingness of teachers to take
on extra-role behaviours (Somech & Drach-Zahavy, 2000). Extra-role behaviours
are those that go beyond formal duties or job description and as such, failure to
engage in these does not result in any formal penalty. It may be considered that
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enacting leadership in the form of articulating and communicating early childhood
philosophy to others is an extra-role hchaviour. Hence, a teacher with a low sense of
self-efficacy is less likely to engage in such extra-role hehaviour. In addition, it may
be infencd tlrnt failure tu he u vm·al advoc.itc for young children ..ind appropriate
programs within u primary school selling would not ..iurnct pen..ilties. Indeed the
reverse may be true with teachers being rewarded for 'fitting in' with more primary
oriented philosophies and the predominant culture of a school.
Lefrancois ( 1994) outlined two components of efficacy. The first component
related to the ''actual competencies ... required for successful performance'', while
the second component was the "individual's personal estimates of competence" (p.
279). In line with the second component of efficacy, Cole and Chan ( 1994)
suggested that teachers who believed they were in control and able to achieve at a
high level were likely to be successful. Conversely, those teachers who did not
believe they were capable of meeting high standards were "more likely to blame
others for their low-level achievements (p. 20). It follows that early childhood
practitioners, who believe that they have the ability to articulate and communicate
their pedagogy and philosophy to others, will develop a feeling of efficacy.
Similarly, it may be concluded thal practitioners, who do not feel they arc capable of
articulating and communicating their pedagogy effectively to others, may tend to
blame others for their lack of achievement.
The ability to direct oneself and engage in self-reflection and evaluation can
be classed as intrapersonal influences on teachers' enactment of pedagogy. Duff,
Brown and Scoy (1995) viewed these skills as fundamental to the professional
development of teachers, and emphasised that individuals need to take greater
responsibility for their own professional growth. Indeed, Huberman (1993) found
that there was a "certain unconsciousness" among teachers and that many teachers
did not have "the inclination to reflect on their own situation or their own
professional future" (p. 262). It has been suggested that while schools are centres for
student learning, the notion of teachers as continuous or lifelong learners is
overlooked (Sarason, 1990; Ruohotie, 1996; Sachs, I 998). This view was echoed by
lngvarson (1998) who called for a standards-based professional development system
that would ensure teachers "continually review their practices in the light of
contemporary research and professional standards" (p. II). Ruohotie (1996)
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suggested that involvement in professional development could affect sclf~estccm as
with each cycle of upda1ing knowledge, the person experienced increased confidence
in their ability. l-lowcvcr, 1his effect relics on the assumption that the professional
development teachers engage in is relevant to their individual needs.
The importance of ongoing professional development for teachers was also
reinforced in a report of the Senate Employment, Education and Training Reference
Committee, entitled A Clas.\· Act ( 1998), which investigated the status of teachers.
The need for ongoing professional development for teachers was included in the
recommendations. Hargreaves and Evans (1997, p. 12) echoed the importance of
meeting the "longwtenn and continuing professional learning needs" of teachers.
However, it was pointed out that professional development for teachers usually
focuses on short tenn implementation of government priorities and that "it is always
likely that teachers' pursuit of professional improvement will be outflanked by
Government's need to exert political control" (Hargreaves & Evans, 1997, p. 12).
Given the caution that the government is unlikely to meet teachers' long tenn and
continuing professional development neejs, it is again highlighted, that teachers need
to take more responsibility for their own professional growth.
A possible overarching factor in developing skills of selfwreflection and
professional growth is the personal commitment to become proactive (Goodman,
1987). Sachs (1998) described this commitment in terms of teachers seeing

themselves as "active agents in th'!ir own professional worlds" (p. 7). It is concluded
that it is important for early childhood educators to reflect on their practice and
assume personal responsibility to acquire the skills necessary to articulate and
communicate effectively, early childhood pedagogy and philosophy. Fullan and
Hargreaves (1992, p. 89) described the process as the responsibility to "locate,
develop and articulate our purpose and our [inner] voice".
Stonehouse (1994, p. 118) stressed that early childhood practitioners must
begin to use "strong, clear, dispassionate language" about children and their
education. However, it may be argued that in order to advocate for something, one
must be passionate about the cause. Sergiovanni (I 992, p. 25) pointed out that if a
person cares deeply about a system and ''its purposes, structure, conduct, history,
future security and underlying values and commitments", they need to show passion.
When passion is not enough to communicate the importance and meaning of
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something, then passion develops into outrnge which Sergiovanni termed foadaship
by 0111rage and viewed as adding value to the act of leadership.

The fuctors identified previously, may act as constraints on the ahility of
lcuchcrs to engage in self-direction or rcnection. Teachers arc empowered when
they experience support from the educationul setting (Stone, 1995 ). Scrgiovanni
(1992) asserted that teachers arc 'enabled' when they arc granted support to make
decisions and develop and direct their professional growth. However, Jngvarson
(1998) pointed out that past experience in Australia showed teachers arc not likely to
be given empowerment. Rather. Ingvarson suggested teachers need to take or
develop empowerment themselves through such activities as professional
development. This notion of self-leadership has been defined by Neck and Manz
( 1992, p. 682) as "the process of influencing oneself to establish the self-direction
and self motivation needed to per."orm".
The mind-set of an individual (tending to either optimism or pessimism) and
associated thought patterns have been identified as influential in decision-making
and meeting everyday challenges. An optimistic person will generally focus on
constructive ways to face challenges whereas a person with pessimistic tendencies
will generally focus on reasons to give up on or avoid challenges. Similarly, Allen
(1992) suggested positive feelings and attitudes supported the act of reflection while
negative emotions could "distort perception, result in false interpretation and
discourage persistence" (p. 269). Seligman, (l 991) cautioned against the attitude of
'blind optimism' promoting instead, a more 'flexible optimism'. As Seligman stated
"we must be able to use pessimism's keen sense of reality when we need it, but
without having to dwell in its dark shadows" (p. 292). Based on the premise that
individuals can choose or manage the way they think, Neck and Barnard (1996, p.
25) suggested educators must learn to analyse and manage three elements of their
mind: namely, internal dialogue (self talk), mental images (visualisation), and beliefs
and assumptions.
Early childhood practitioners may doubt their own abilities to articulate and
communicate early childhood pedagogy, or indeed, perceive obstacles in the way of
their efforts. Reflecting on Neck and Barnard's (1996) three elements may help
teachers to formulate and maintain constructive thought patterns. However, it is
suggested that teachers would require help and guidance to adopt such constructive
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thought patterns ;:md it must be pointed out thal in Australia, early childhood teachers
arc not likely to have access to professional development of this nature from within
their work context. Thus if teachers had an interest in this area, they would need to
take the initiative and seek their own professional development. Another point to
consider is that some teachers with a pessimistic outlook, or a tendency towards
negative thought patterns, may benefit largely from engaging in professional
development to help them construct more positive thought patterns. However, these
teachers arc probably most unlikely to initiate their own professional development in
this regard.
From another perspective, London ( 1995) suggested that how we view
ourselves and others - which he termed i111erperso11al insight - is of key importance
to interpersonal processes or relationships in organizations. London asserted that self
and interpersonal insight can be fostered by self assessment, observation skills,
feedback, reflection, and evaluation. Facilitating self-insight and interpersonal
processes "can enhance individual and organizational development and effectiveness
(p. 242). Although written from a business perspective, parallels can be drawn with
interpersonal processes and relationships within educational settings. According to
London, self-insight is the foundation of self-efficacy and interpersonal
effectiveness. Following a similar line, and with specific reference to education,
Makin (1996) asserted that:
Increased self and other awareness can ... help educators to resist
pressures towards accountability measures and outcomes which they
think are inappropriate (p. 83).
In support, Cox (1996, p. 266) emphasised the importance of a "positive
sense of self' and Cartwright ( 1999) highlighted the qualities of inner security and
self-awareness as being essential to a 'good' early childhood teacher. However, if a
teacher does not already possess these qualities, how can they acquire them within
their work context? Further, do early childhood teachers have a desire to develop
these and other skills for the purpose of leadership in the field of early childhood
education?
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Models of teacher leadership
Models of teacher leadership have focussed typically on the roles or
characteristics of teachers. These models arc often not accompanied by supporting
evidence and bused on interviews and case studies with a limited sample, or data
obtained from a questionnaire developed without an empirical base. For example,
Freeman and Brown (:2000) developed a model of program leadership for child care
directors. Their model involved a self-administered checklist that was developed
from a review of six sources from the literature. Directors were required to rate
themselves against the list of lead.:rship responsibilities in terms of their strengths
and weaknesses to provide themselves with insights into their program management
and leadership skills.
Troen and Boles (1994) proposed another example of a model that focussed
on the roles of teacher lc::ders. They posited that their model departed from the
traditional view of leadership through the nature of it being inclusive, collaborative
and based on individual interests as opposed to the traditional view of the exclusive
selection of leaders who often worked in isolation. In the inclusive model of teacher
leadership, teachers assumed three key roles. The first role involved being a role
model and mentor who facilitated the professional development of their colleagues.
The second role required teachers to challenge the status quo of teaching in isolation,
through teaching in collaboration, with regular discussions of practice and visits to
one another's classrooms. The third role required teachers to exert their influence
outside the classroom through involvement in committees and research.
This model of teacher leadership, though relevant in part to teacher leadership
for the present study, does not provide specific aspects that are supported
empirically, from which a scale of teacher leadership for early childhood
practitioners can be developed. The Troen and Boles model (1994) emerged from a
study of a learning and teaching collaborative in a professional development school
in the U.S.A. and was based on interviews with eight elementary school teachers.
Taba, et al. (1999) proposed a broad model of leadership in early childhood
education that called for child care directors to take action in five areas of leadership,
namely advocacy leadership, administrative leadership, community leadership,
conceptual leadership, and career development leadership. The model stemmed from
a symposium that explored the direction leadership in early childhood education
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needed to take in the twenty-first century. Despite being based on the observations,
experience and knowledge of internationally recognised experts in early childhood
education (sec Kagan & Bowman, 1997 ), some m:.1y criticise the model for its lack of
direct supporting evidence.
Rodd (1996) in a synthesis of research in Australia spanning three years, on
child care coordinators' perceptions of leadership, developed a model or typology of
an early childhood leader. This typology was comprised of a list of personal
characteristics, professional skills, and roles and responsibilities of a child care
coordinator. Although the model was based on a number of studies, Rodd (1996)
acknowledged that it required further exploration and refinement.
From another perspective, Yarger and Lee (1994) proposed a beginning
framework for a model of teacher leadership that comprised three clusters. The first
cluster, personal characteristics, included expertise in subject and pedagogy,
willingness to take risks, persistence and patience, an orientation towards working
with adults and a commitment to continuing professional growth. The second
cluster, interpersonal skills, included being an effective oral communicator and a
good listener, mediator and negotiator while the third cluster, instillltionalfactors,
included administrative support, sufficient resources and leadership opportunities.
Yarger and Lee (1994) developed their model in response:: to issues they believed
were lacking in the literature. Specifically, they used their model to discuss how to
identify potential effective teacher leaders (for example looking at personal
characteristics); how to assist teachers to develop their leadership skills (for example
emphasis on interpersonal skills in training programs); and how to support them in
their leadership roles (for example providing administrative support).
Whilst many elements of this model are supported in the literature, it has
been based, largely, on case studies of three elementary teachers who had completed
an intense professional development program with a focus in mathematics or science.
Despite the lack of empirical support, the model does make a significant contribution
to teacher leadership in that it goes beyond characteristics and roles of teacher
leaders and it highlights ways to help teachers develop their leadership potential and
factors that can provide support to teachers in their leadership efforts. However, it is
not clear whether the suggestions of ways to support teachers in their leadership
efforts have come from the teachers themselves or from the researchers' own
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pcrceplions and interpretations. The literature has highlighlcd the need for more
research into teachers' voices (for example sec Silva, Gimhert & Nolan, 2000;
Smylie & Denny, 1990) and the present study aims to investigate Wcslern Australian
eurly childhood teachers' voices on their perceptions of their leadership roles.
As mentioned previously, many models of teacher leadership arc based on
qualitative research involving interviews and case studies with a limited sample.
Critics of qualitative methodology demand that empirical evidence support lhc
findings in studies. Many models arc not accompanied by details of their research
base, the data analysis procedures, or evidence of the reliability of the interpretations,
thus providing cause for further criticism. The present study responds to such
criticism with the aim of developing and testing a new model of early childhood
teacher leadership with a modern measurement computer program.
In models of leadership, advocacy for young children is typically associated
with action beyond the child care centre or school level, reaching into the wider
community. However, the present study is more focussed on advocacy for young
children within the school context. Such a focus responds to the call from Silva,
Gimbert and Nolan (2000, p. 780) who suggested "virtually no research has been
conducted [from the third wave perspective of teacher leadership} that makes
leadership a part of the work a classroom teacher does on behalf of children". Their
comment highlights the importance of, and how timely it is to, investigate early
childhood teachers' perceptions of leadership, with a focus on advocating for young
children from within the school context. Advocacy for young children and
appropriate cuniculum within the school conlext involves enactment of leadership
through articulating and communicating early childhood philosophy and pedagogy to
the principal, children's parents and other teachers in the school.

Summary
Research has identified various factors that influence teachers' abilities,
across year levels, to enact their pedagogy. Each of the factors identified may also
influence early childhood teacherF.' abilities to enact leadership in the fmm of
advocacy, in particular, through communicating their philosophy and pedagogy to
others. These factors can be grouped under the broad headings of cultural and
contextual level influences, and interpersonal and intrapcrsonal skill influences. The
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cultural and contextu:1! variables include Government policy and educational
reforms, societal perceptions of young children and their education, and hence,
parents' expectations of education for their children. Further variables emanate from
the systems level where Education Department policies and directives, along with inscrvice provisions cun innuence teachers' leadership ahilitics. At a more direct level,
the school culture can exert influence over teachers' leadership opportunities and
abilities, with school policies, resources and the level of administrative support, all
bearing some influence.
The interpersonal variable<, include teachers' own level of interpersonal skill
development and the quality of relationships established with the principal,
children's parents and other teachers in the school. The intrapersonal variables
include teachers' professional confidence, self-understanding, career path, and their
tendency to be proactive or reactive. Most of the research that identifies these
variables has been conducted in the primary and secondary years of education, with
limited studies canied out in early childhood settings. In particular, there is a dearth
of research from Western Australian that investigates the factors that influence early
childhood teachers' abilities to enact leadership in the form of advocacy, through
articulating and communicating their pedagogy and philosophy to others.
Existing models of teacher leadership focus on various aspects ranging from
specific characteristics, roles and responsibilities of leaders, to more categorical
aspects such as advocacy, administrative, community, conceptual and career
development leadership. To date, these models have largely lacked an empirical
base of supporting evidence. In addition, models from the early childhood field have
primarily been developed with a focus on leadership within the child care sector.
Thus there is a need to develop a model of teacher leadership for early childhood
practitioners working within the school setting, that can, in response to criticism, be
tested and supported by empirical evidence.
It has been noted consistently over the years, that early childhood
practitioners have struggled to articulate and communicate early childhood
philosophy and pedagogy. Consistent urging has been made for practitioners to
demonstrate leadership through articulating and communicating their pedagogy and
philosophy to others. However, it appears little research to date has sought to
detennine why early childhood teachers as a group have expe1icnced difficulty in
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this area, or indeed how they pcrc~ivc their leadership abilities, hoth actual and ideal.
Hence, it is timely to establish how Western Australian early childhood practitioners
perceive their role with regard to leadership in the school setting. It is also timely to
investigate factors that Western Australian early childhood practitioners say facilitate
or impede their abilities to articulate and communicate their early childhood
pedagogy and philosophy.
The next chapter discusses the theoretical and conceptual framework of the
study and proposes a new model of teacher leadership for early childhood educators
working within a school context.
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CHAPTER THREE

THEORETICAL AND CONCEPTUAL FRAMEWORK

This chapter reviews the major theoretical and philosophical assumptions that
infonn and underpin this study. The chapter begins with a discussion of critical

theory and implications for the status of early childhood teachers within the primary
school context is presented. Included in this section, is a discussion of personal

assumptions held by the writer with regard to early childhood teachers' leadership
roles. Following this is a related perspective of factors that influence early childhood
teachers within their work context. Finally, a model of Early Childhood Teacher
Leadership to be tested in this study is explained.

Critical theory
A global view which underpins this research is based on critical theory.
According to Tripp (1992, p. 14), social critical theory views knowledge as "socially
constructed and therefore artificial and held differently by different groups". Critical
theory is also concerned with "serving the interests of the traditionally marginalised,
silenced and oppressed" (Smith, 1993, p. 76).
Carspecken and Apple (1992, p. 549) suggested a basic principle of critical
research is to:
Think relationally. Think about the connections between what goes
on in institutions such as schools and the assemblage of differential
power relations - and how they arc continuously reproduced,
mediated, and /or transfonned in our daily lives.
Mention has been made previously of the low status of women and early
childhood in society, which has also been perpetuated in the education system. In
addition to often being the minority grade level in tenns of representation by number
of staff, early childhood educati011 is perceived as the least powerful. As Kincheloe
& McLaren (1994) stated:
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The oppression that characterizes contemporary societies is most
forcefully reproduced when suhordinates accept their social status as
natural, necessary, or inevitable (p. 140).
From a critical theory perspective, teaching is viewed as political. "Teachers
have a choice either to work in wuys that legitimii'.e and reinforce the status quo or in
wuys that liberate and transfonn the possibilities people sec in their lives"
(Brookrield, 1995, p. 209). A mujor assumption underpinning this research follows a
similar line in thut it is the responsibility of the early childhood educator to rcllcct on
and endeavour to move beyond practice that maintains the status quo if it is contrary
to what they know or believe to be appropriate early childhood philosophy and
pedagogy.
A basic assumption held by the author of this thesis is that educators may
possess knowledge of appropriate early childhood pedagogy as taught by training
institutions but not enact such knowledge in their practice. In addition, early
childhood educators may not have had the opportunity to develop skills necessary to
articulate and communicate the knowledge effectively. It is acknowledged that
contextual factors may place constraints or exert influence over enacting or
articulating pedagogy, as may tacit beliefs or values. However, it is essential for
early childhood educators to develop the skills to articulate and communicate their
philosophy and pedagogy. Early childhood practitioners are bound, as are all in the
education profession (Tanck, 1994), professionally and ethically, to follow
professionally accepted practice. Katz (1995b) likened the practice of early
childhood education to the profes~ional practice of a physician:
What is required is to apply the accepted and available expertise,
treatments, procedures, and knowledge agreed upon by the profession
to be appropriate to each case (p. 29).
As a part of following accepted practice, it is believed that early childhood
practitioners must communicate their knowledge to principals, parents and other
school staff in order to advocate for young children.
It is acknowledged that cultural and historical influences have shaped the
shared meaning of philosophy and pedagogy within the community of early
childhood education. However, it is beyond the scope of this study to investigate the
valuational underpinnings of early childhood philosophy or pedagogy as taught in
training institutions or that perpetuated in the educational system or society. Indeed
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others have sought lo determine the nature of historical and cullural foundations of
early childhood pedagogy (Spodek, 1988; Bowman, 1994; Cross, 1995; Cannella,
1997; Finkelstein, 1988).

Teachers' work context
In a discussion of pedagogical context within a critical theory of education,

Young (1989, p. 129) suggested teachers work in a "series of socially-separated, yet
interlocking contexts". Such contexts can be viewed from the broader public,

political and institutional hierarchies down to the narrower context of the classroom
in which a teacher works. Figure I attempts to conceptualise the innucnccs from the
interlocking contexts that may enhance or constrain teachers' abilities to articulate
and communicate their early childhood pedagogy, as identified in the literature.
These influences fonn a part of the context in which teachers construct their
pedagogical knowledge. Examining the interlocking contexts is important to
understanding leadership in early childhood education. It has been suggested that
future research on leadership in early childhood education must integrate the person
and context by examining leadership potential from the perspective of within-anindividual and outside-an-individual (Rosemary, Roskos, Wcndoff & Olson, 1998).

Contextual I Cultural

lntraper onal

...

lnterper onal

Teacher as leader through articulation and communication
of early childhood pedagogy and philosophy

Figure 1: Influences that may enhance or constrain teachers' abilities to articulate
and communicate their pedagogy.
Source: constructed by the author based on the literature review.
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Early childhood educators who demonstrate leadership arc able to articulate
their pedagogy and philosophy and communicate the underlying principles to
parents, other professionals and the wider community which, in turn, enables them to
advocate for young children.

Critical theory and intentions ol this study
According to Kincheloe & McLaren (1994)
... critical researchers often regard their work as a first step toward
fonns of political action that can redress the injustices found in the
field site or constructed in the very act of research itself (p. 140).

Finding out how early childhood teachers, in a school setting, perceive their
role with regard to leadership is viewed as a beginning step in understanding
injustices or imbalance in the work context. Some researchers have argued that
critical research should have 'emancipatory' intent. It has also been pointed out that
intent alone does not lead to an emancipatory outcome, with most research not
following through with social action or education (Smith, 1993; Robinson, 1996).
However, it is not within the means of this study to instigate some change or social
action. Rather, the intention of this research lies at the beginning level of social
action - attempting to understand more fully, the perception and intricacies of the
position and related roles of early childhood teachers within a primary school setting.
It was anticipated that participation of early childhood teachers in the survey
questionnaire and face-to-face interviews would provide opportunities for
consciousness raising whereby teachers were asked to reflect on their own actions,
roles and position within thz school context. This process may, in effect, raise
awareness and lessen "the victimization that people impose on themselves from
within or that is forced on them from without" (Luke, 1991, p. 22).

Problems with teacher leadership scales
Problems with many existing teacher leadership scales have been highlighted
previously (Waugh, Boyd, & Corrie, 2001). In general, very few teacher leadership
scales have been based on a multi-aspect model that encompasses a large number of
the main aspects of leadership. In addition, most scales have not been applicable to
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early childhood educators. The most common method of measuring aspects of
teacher leadership have been based on the well known Likcrt scale (for example sec
Klecker & Loadrnan, 1996) in which each item is rated according to a simple
response scale. However, it has been argued that the Likcrt response format docs not
provide continuity between the response categories of agree and disagree. That is,
the response categories of Strongly Agree, Agree, Disagree and Strongly Disagree
arc not ordered from low to high and represent a poor measurement scale. If a
middle or neutral category is provided, it becomes what Andrich ( J 997) referred tu
as the "catch-all" category where people who do not understand or do not want to
answer the question and those who arc undecided, respond. Further, if the neutral
category is omitted to counter the "catch-all" criticism, respondents would be forced
to answer with agree or disagree. This forced answer may not retlect their attitude to
the item and thus cause problems in interpretation or drawing conclusions (de Vaus,
1991).
A further problem with existing leadership scales is that they more commonly
measure respondents' reports of how I am or actual leadership traits. Research has
indicated that teachers may have high ideals, but face various constraints that may
influence their ability to put these ideals into practice (Ayers, 1992; Hawkey, 1996;
Kuzmic, 1994; Wein, 1996). To obtain broader insight into the concept of teacher
leadership in early childhood education, how I would like to be (ideal leadership) and
how I am (actual leadership) should be measured at the same time and calibrated on

the same scale.
Another criticism of many leadership scales is that items are often not
grouped in their sub-scales on the questionnaire and consequently, the respondents
are not always aware of what aspect of leadership is being measured. Knowledge of
what is being measured may aid respondents' perception or correct interpretation of
the question being asked. In accordance with traditional measurement procedure,
positively and negatively worded items arc often mixed in many questionnaires to
avoid the fixed response syndrome. It has been suggested that this may cause an
interaction effect between items when modem measurement models arc used
(Andrich & van Schoulbreck, 1989). Consequently, it is suggested that all items be
written in a positive format if modern measurement models are to be used.
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The availability or modem measurement models (and their computer
programs) leads to a final problem with existing leadership scales in that most have
been analysed with 1raditional measurement programs and ordinal level scales.
Modem measurement programs arc now available to create interval level measures in
which item difficulties and teacher lcaC.:crship measures can be calibrated on the

same scale. Such programs can also test the conceptual structure of teacher
leadership and its dimensional nature (Andrich, 1988,a,b; Andrich, Lyne, Sheridan,

& Luo, 1998; Rasch, 1980/1960; Waugh, 1999a, 1999b). In addition, there is
evidence that analysis using Rasch measurement models is appropriate for measuring
attitude variables (Andrich, 1985, 1982; Waugh, 1999a, 1999b; Wright & Masters,
1982, 1981). In order to overcome the problems identified with existing teacher
leadership scales, a new model of Early Childhood Teacher Leadership was
developed.

A model of Early Childhood Teacher Leadership
A review of the literature identified some important elements of teacher
leadership in early childhood education. These elements included, being able to
influence others (Hayden, 1996; Rodd, 1994, 1997a; Silva, Gimbcrt & Nolan, 2000);
being confident, assertive and understanding of self and others {Halliwell, 1992:
Makin, 1996; Rodd, 1994; Stone, 1995); developing parts:erships with parents, a
democratic leadership style and advocacy for young children (Bloom & Sheerer,
1992; Fleer, 1996; Kagan, 1994; Moyles, 1996); engaginD :n critical reflection and
collaboration (Brookfield, 1995; Firestone, 1996; National Working Party on
Competency Standards, 1996); developing an effective classroom (Good & Brophy,
1991); and having good interpersonal and intrapersonal skills, and a positive selfconcept (Cartwright, 1999; Davies & Polinitz, 1994; Pajarcs, 1996; Rodd, 1987).
These elements of teacher leadership, together with interviews with five key
informants, led to the development of a model of early childhood teacher leadership.
The five infonnants included a university lecturer in early childhood education and
four early childhood teachers, three of whom were in current practice. The
infonnants were deemed by the researcher to have clear insights into the issue of
leadership in early childhood education within the school milieu and they were used
to confinn initial conceptions and as a source of further understandings and ideas
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(Geddes, 1993). The model or early childhood leacher leadership was devised along
the lines of, and included some items from, a model of .self-conccpl developed and
subsequently supporte<l through analysis by Waugh (1998). The mo<lel is
conceptualised as being a multi-aspect model and includes three first order variables
of general leadership, communication, and influence on others. Each of these first
order variables consist of two or four second order variables outlined in Figure 2.

Early childhood Teacher
Leadership

General Leadership

- Classroom leadership
- Self leadership
- Program leadership
- School leadership

I

I Communication I

Influence on others

- From parents /teacher

• My influence on the

/principal to me

school

- From me to parents

- My influence on the

/teachers I principal

principal

Figure 2: A model of early childhood teacher leadership.
Source: compiled by the author from the literature review.
Each of the second order variables had a sub-set of corresponding stem-items.
For example, the second order variable of Classroom Leadership comprised seven
stem-items including I take a leadership role, I share decision-making and I am

willing to take calculated risks (see appendix B for the full scale).
The conceptual design of the model included the notion that teacher
leadership is comprised of an ideal component [how I would like to be] and actual or
real component [how I am]. Hence, teachers were expected to rate each stern-item in
tenns of both their ideal and real perception of leadership. It was expected that a
scale of early childhood teacher leadership could be created using a computer
program and a measurement model (Rasch) to calibrate all the item 'difficulites'
(that is, order the items from 'easy' to 'hard'), and the teacher leadership scores from
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'low' to 'high' on the same scale. In effect, this means that as the items increase in
difficulty on the scale, the respondents will need a higher teacher leadership score to
answer them positively. That is, it was expected that the most difficult items would
only be answered positively by teachers who had high leadership scores, or
conversely, teachers with low leadership scores would find it difficult to answer the
'hard' items positively.
Underlying the creation of the early childhood teacher leadership scale were
several assumptions. It was sunnised that the first order variables could be ordered
by 'difficulty' along a continuum or scale of teacher leadership. The expectation at
the outset was that leadership characteristics would be the 'easiest' first order
variable to achieve most of the time, followed by communication, and with influence
on others being the 'hardest' to achieve most of the time. Similarly, it was expected
that for each item of the first order variables, how I would like robe would be located
at an 'easier' position on the scale than the corresponding rating of how I am. In
other words, it was expected that teachers would find it 'easier' to have high ideal
leadership characteristics most of the time than real leadership characteristics.
The model was designed to include variables which were expected to range in
difficulty from 'easy' to 'hard'. Ensuring the scale contained items of varying
'difficulties' helped reduce the occurrence of 'inappropriate components' and
'response instability' (see Kuncel & Fiske, 1974). Within each sub-set of second
order variables, it was also expected that the stem-items could be ordered to form a
pattern of responses that were of increasing 'difficulty', on average, from 'easy' to
'hard'. For example, in the second order variable of Classroom Leadership, it may
be easy for teachers to say they share decision-making (item 7), harder to say they
were willing to take calculated risks (item 5), and hardest to say they take a
leadership role (item 13). In essence, teachers were expected, on average, to selfreport any stem-item in an ordered pattern from 'easy' to 'hard'.

In order to gain further insights and understand more about early childhood
teachers' self-reports of leadership, it was planned that follow-up interviews would
be conducted with a number of teachers. It was expected that ciata from the initial
analysis of the questionnaire would inform the direction of the interviews and
suggest content for semi-structured questions.
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Summary
This chapter has reviewed the major theoretical and philosophical
assumptions that underpin this study. Critical theory was identified as a major

theoretical perspective lo this study, with particular reference to the low status
position of early childhood education within the school context. It was
acknowledged that factors from contextual, cultural, intrapersonal and interpersonal
sources influence the ability of teachers to articulate and communicate their early
childhood pedagogy and philosophy. In addition, the writer's personal assumptions
and expectations of early childhood teachers with regard to their leadership roles
were highlighted. An overarching assumption is that early childhood teachers are
ethically and professionally bound to communicate their pedagogy and philosophy to
parents, principals, other staff, and the wider community in order to advocate for
young children. In the final section of this chapter, the conceptual design of the
model of early childhood teacher leadership to be tested in this study was outlined.
The next chapter discusses measurement related to teacher leadership and explains
the instrument devised for measuring early childhood teacher leadership.
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CHAPTER FOUR

l\1EASUREMENT AND QUESTIONNAIRE

This chapter begins with a description of the new teacher leadership scale for
early childhood educators and its place in the survey questionnaire used in this study.
Background to measurement of latent traits such as teacher leadership is then

provided, followed by a discussion on the use of a Rasch model of measurement, in
order to test the new teacher leadership scale. Finally, the pilot test of the
questionnaire is discussed.

A new teacher leadership questionnaire

As outlined in the preceding chapter, the new model of early childhood
teacher leadership was devised to overcome the problems with existing models of
teacher leadership. The model comprised three first order aspects of General
Leadership, Communication and Influence, and a number of second order aspects
(refer to Figure 2). The items were grouped under their sub-scale headings so it
would be clear to teachers what was being measured and all items were written in a
positive sense with an ordered response fonnat. The response fonnat on the
questionnaire involved two aspects. One was for How I am (to measure the actual or
real aspect) and the other for How I would like to be (to measure the ideal aspect).
The ordered response categories of- none or almost none of the time; some of the
time; most of the time; and all or nearly all of the time- were devised to provide a
good measurement structure. For each item, teachers were required to enter a
response in both the How I am and How I would like to be columns. In total, there
were 142 stem-items - 71 related to the How I am column and 71 to the
corresponding How I would like to be column. A sample is provided below and the
full scale, the basis of the survey questionnaire, is provided in Appendix A.
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Directions: Please rate each statement according to the following response

format and phlCL 't number con-csponding to how you would like lo he and how you
believe tltat you are on the appropriate line opposite each statement.

All the time or nearly .!II the time

put 3

Most of the time

put 2

Some of the time

put 1

None of the time or alf'

none of the time

put O

Example

If your leadership characteristic, how you would like to be is that you

would be able to handle a ·..:risis well all the time, put 3. If in practice (how
you actually are) you handle a crisis well some of the time, put I.

Item 1

Handle a crisis well

Item No.

Item

1-2

I handle a classroom crisis well

3-4

I set clear standards

5-6

I am willing to lake calculated risks

7-8

I share decision making

9-10

I convey clear wle responsibilities to other staff

11-12

I motivate and inspire other staff to do their best

13-14

I desire to take a leadership role

1

How I am

3

How I
would like
lo be

The survey questionnaire is comprised of three sections. Section A contains
ten biographic questions seeking such information as qualifications, number of years
teaching experience, gender of teacher /principal, and infonnation (on site/off site,
number of preprimary teachers in the school) about the setting of the current teaching
position. This section thus provides information on which a desciiption of the
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sample is derived. Section B is the self-designed early childhood teacher leadership
scale (sec sample above). Section C seeks answers to four open-ended questions
about strategics used by early childhood teachers and factors that help or hinder them
communicating their pedagogy and philosophy. For three of the lour questions,
respondents were asked to consider the question in relation to the principal,
children's parents and other teachers in the school. For example,
b. Factors that hinder my explaining about the early childhood way of
teaching to the following people include:
Principal--------------------Children's parents - - - - - - - - - - - - - - - Other teachers - - - - - - - - - - - - - - - - - - The final open-ended question sought further comments from respondents
about leadership in early childhood education with particular regard to explaining
early childhood philosophy.

Measurement models
Measurement can be viewed as a process in which numbers are used to link
concepts to indicators on a continuum (Punch, 1998). Traditionally, the most
common means of measuring attitudes have been based on classical test theory with
the use ofThurstone and Likert scales. However it is now recognised that these
methods have deficiencies and that latent trait theol)' also referred to as item
response theory is a more desirable model for measurement (Andrich, 1982;

Hambleton & Swaminathan, 1985; Molenaar, 1995). Item Response Theory is based
on the notion of the relationship between the observable responses to test items and
the unobservable traits assumed to underlie responses to ilems on a test. A
mathematical formula is used to describe this relationship (Hambleton &
Swaminathan, 1985; Rasch, 1980/1960) and is the foundation of the measurement
model. The attempt to obtain formal measurements through the use of such models
should lead to a "greater understanding of the variable or trait in question" (Andrich,
1997, p. 878).
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Andrich (1989) described five basic requirements for measuring social
variables. The first centred on the notarn of 'unidimcnsionalily' and a continuum. In
order to measure a trait, it must be possible to make such comparisons as there being
'more' or 'less' of the trait. Therefore, an instrument is required that allows the
difficulty of the items that measure the trait, and the people measures of the trait to
be plotted on to a linear continuum, thus forming a scale which conveys meaningful
measurement (sec Andrich, 1989, p. 9 for the equation).
The second requirement was based on the need for formalising measurement
with the use of statistical models. The use of statistical models means that
differences between item and person parameters can be determined and checks made
on the "consistency of the estimates" thus providing internal consistency for the scale
(see Andrich, 1989, p. 9 for the equation).
The third and fourth requirements for measurement were related to the
consistency of item locations on the continuum. 'Additivity' must be met by the
item locations whereby each item must hold a detennined scale value (equal
distances between locations) in relation to the other items, or it is rejected (see
Andrich, 1989, p. 9 for the equation). Item locations should also be invariant across
groups of people. It is a requirement that the same measures or scale values can be
obtained regardless of which items are used to estimate the measures and regardless
of which individuals were used to calibrate the items. In particular, the attitudes or
opinions of those who constructed the scale should not affect the item measures. The
fifth requirement of measurement suggested by Andrich was that data must fit the
criteria or requirements (ultimately contained within a measurement model) in order
for valid measurement to occur.
One family of measurement models based on the Item Response Theory and
that satisfies the requirements of measurement as suggested by Andrich (1989), is the
Rasch models which have been hailed to be "simple" yet "very powerful" models of
measurement (Hambleton & Swaminathan, 1985, p. 4). It has also been noted that
Rasch models incorporate the best elements of the Thurstone and Llke1t approaches
(Andrich, 1982; Wright & Stone, 1979). The original Rasch model developed by
Danish mathematician Georg Rasch in the 1950's, was the Simple Logistic Model
(Rasch, 1980/1960) which was used to analyse dichotomous responses. Subsequent
work has extended Rasch models to incorporate polychotomous responses where
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three or more response categories arc used to compare measures (Anderson, 1995:
Andtich, I 988a, l 988b ). Central to the notion of objccti vc measurement in Rasch
models, also termed specific objectivity or sample free measures (Andrich, 1988b;
Douglas, 1982: Wright & Masters, 1982), is that both items and people can be
calibrated on the same scale. That is, differences between pairs of person measures
and differences between pairs of item difficulties arc expected lo be sample
independent, which is a requirement of measurement.

Measuring teacher leadership
The intent of this study was to measure aspects of leadership in order to test a
model. Many characteristics of leadership cannot be observed directly and are thus
referred to as latent traits. In order to infer the degree to which a person possesses
leadership traits, it was necessary to produce a set of items (or leadership
characteristics) from which reliable inference could be made to the degree of
presence or absence of the latent trait of teacher leadership. However, measuring all
the items separately and then using correlation techniques to detennine relationships
between them could not test the resultant model of teacher leadership. It was
necessary to test the model by constructing a proper scale of teacher leadership. One
way to do this was to calibrate all the item difficulties and all the teacher leadership
scores on the same scale using a Rasch measurement model (Andrich, 1988a, l988b;
Rasch, 1980/ 1960) with the computer program Rasch Unidimensional Measurement
Models, referred to as RUMM 2010 from here on (Andrich, Sheridan, Lyne & Luo,
2000).
Use of this Rasch measurement program ensures that only items that
contribute logically and consistently to the measurement of teacher h!adership are
included in the scale. Any items that do not fit on the scale in a consistent pattern
with the other items, that is, items that contribute 'noise', are rejected. The most
likely reason for an item to be rejected at this stage is that it is not consistently
measuring an element relevant to teacher leadership. The RUMM 2010 computer
program aligns items that fit the model from 'easy' to 'hard' and Teacher Leadership
measures from low to high. These measures of teacher leadership and item
'difficulties' are calibrated on the same scale and it is determined whether teachers
agree on the location (or difficulties) of the items along the scale. In other words, the
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program ascertains whether teachers who report high, medium and low teacher
leadership scores agree to the ilem 'difficulties' aligned from 'easy' to 'hard'. An
item is rejected as measuring 'noise' if there is no agreement among teachers about
its level of 'difficulty' or location on the scale.
It is acknowledged at this point that the words 'easy' and 'hard' may be

awkward in some instances of referring to aspects of Teacher Leadership or items in
the Model of Teacher Leadership. However, there are no other words that can be
substituted to describe adequately the 'difficulties' of items for attitudes or selfviews. In this study, there is a sense in which the Teacher Leadership items arc
'easy' or 'hard'. For example, items 115/116 I am asked questions about my
philosophy b.v other teachers were determined to be among those with a higher
'difficnlty' for both the real and ideal modes. In this sense, the majority of teachers
found this item 'very hard' or 'hard' to answer positively. That is, most responded
with none of the time or some of the time rather than most of the time, or all ofrhe
time. In contrast, items 21/22 / achieve what I set 0111 to achieve were determined to
be among those of a lower 'difficulty'. That is, the majority of teachers found this
item 'very easy' or ·easy' to answer positively in the ideal and real modes
respectively, indicating they achieved what they set out to achieve most of the rime or
all of the time.

Rasch measurement model
In this study, the Extended Logistic Model of Rasch (Andrich, I 988a) was
used with the RUMM 2010 computer program (Andrich, Sheridan, Lyne, & Luo,
2000) to analyse the data and create a scale of Teacher Leadership for early
childhood educators. As mentioned previously, item 'difficulties' and teacher
measures are calibrated on the same scale with items aligned from easy to hard and
teacher measures of leadership from low to high. The differences between teacher
measures and item 'difficulties' are expected to be sample free in that "it must not
matter which sample of persons is used to calibrate these items" (Wright & Masters,
1982, p. 5). It is acknowledged here that more recently, conflicting evidence on this
point has been presented (De Mars, 2001; Fan, 1998; Lawson, 1991). These studies
suggest that in order to be sample free, measures need to be 'very' unidimensional
and it is implied that Rasch measurement models are superfluous if classical
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summing of scores provides similar resulls. However, it can be argued that Rasch
analysis is necessary to produce a proper scale with bolh measures and item
'difficulties' calibrated together. In addilion, Rasch analysis delcles items that arc
not influenced by the unidimensional trait, thus eliminating 'noise' from the scale.
Comparable processes cannot be achiev~d using traditional measurement.
In order to obtain a measure on a ratio scale, there must be a zero point from
which to start counting. However, an absolute zero on a scale is essentially beyond
definition and in practice, zero is often a convenient reference point (Wright &
Masters, 1982). In this study there is no true zero point as there is no item that
represents zero Teacher Leadership. Zero on the scale in the present study is the
mean of the item difficulties, calibrated to be zero. The RUMM 2010 program

(2000) estimates parameters to create an ordered threshold structure, in line with the
ordered response categories 0f the items. Within a four category response set (as in
the present study), there are three thresholds or boundaries and it is necessary for
these to be aligned with the order of the response categories if there is to be
satisfactory discrimination or differentiation between ability measures. In the present
study, ability measures are the teacher leadership scores and in effect, teachers with
leadership sc01 1 at a threshold between two response categories have a 50 percent
chance of answering in either category. The unit of measure used to calculate the
item difficulty and measures of teacher leadership is called the logit, which in
essence is the log odds of answering the item correctly.
Parameter estimates are substituted back into the model and the RUMM 2010
program examines the difference between the expected values predicted from the
model and the observed values using two tests of fit. The first is the item-trait. tcstof-fit (a chi-square) which examines the consistency of the item parametcn; across
the teacher leadership measures for each item and provides an overall test-·of-fit (see
Andrich & van Schoubroeck, 1989, p. 479-480 for the equations). Esse.1tially, a
consensus is obtained for all items across teachers with differing scores of leadership.
The second test-of-fit is the person-item interaction which examines the response
patterns for teachers across items and for items across teachers. The residual
between the expected estimate and the actual values for each teacher-item is summed
over all items for each teacher and over all teachers for each item (see Andrich & van
Schoubroeck, 1989, p. 482 for the equations). When the data fit the measurement
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model, the fit statistics approximate a distribution with a mean near zero and a
standard deviation near one. Negative values indicate a response pattern that fits the
model too closely, probably because response dependencies arc present (sec Andrich,
1985). Conversely, positive values indicate a poor fit to the model, possibly due to
other measures or 'noise' being present.

Pilot test of questionnaire
An informal trial of the response categories for some items in the instrument
was conducted with four colleagues. Their feedback indicated respondents might
prefer. or find it easier to respond to, stem-items in the order of how I am followed
by how I would like to be, rather than responding in the reverse. A formal pilot test
cf the survey instrument was conducted with 33 early childhood teachers. The
sample was obtained by approaching teachers known to the researcher and asking
them to nominate other early childhood teachers they thought would be willing to
take part, and so on. This process has been referred to as the 'snowballing technique'
(Bouma, 2000; Oppenheim, 1992).
Each participant was asked to complete the original 86 stem-item
questionnaire and provide either verbal or written feedback on several aspects.
Specifically, each teacher was asked to consider the following, adapted from Bell

(1987, p. 65).
1. How long did it take to complete the questionnaire?
2.

Were the instructions clear?

3. Were the response fommt categories workable?
4.

Did you object to answering any questions?

5.

Do you think any major aspect has been left out?

6.

Any other comments?
Respondents reported varying times taken to complete the questionnaire,

ranging from 20 to 45 minutes, with most reporting around 30 minutes. One teacher
made the comment "It took a lot longer than I thought it would". None of the 33
teachers reported any problems with the response format or clarity of instructions.
However, four teachers pointed out some difficulty in responding to three items. The
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four teachers indicated that the item I find an:ui11K my point of view easier with same
sex persons than with opposite sex pa.wms was difficull to answer as it differed to

the format of the other questions. That is, the requirement of the model for all items
to be worded in a positive sense compromised the clarity or this item. As one teacher
wrote "I had to stop and think about this one". Subsequent discussion was not able
to produce another way to write the item while keeping the wording in a positive
sense. With no alternative coming to light and the researcher not wanting to discard
the item, a decision was made to try rewording the item slightly to I can argue my
pobit of view easier with same sex persons than with opposite sex persons.

Two other items were highlighted as possible problem areas by teachers'
responses. The items concerned were I push for male and female staff to have equal
say in decision making in my school and I push for preprimary staff to share equal
status with primary staff in my school. In response to these items, three teachers

wrote in effect that teachers did have equal say or status in their school.
Subsequently, the words if necessary I would ... were inserted to the front of both
questions, in an attempt to make them more relevant.
In its original fonn, the questionnaire contained 45 stem-items in a section
heading of 'self-concept'. These were taken from the self-concept questionnaire
developed by Waugh (1998). However, these questions elicited the most comments
from participants in the trial. Several teachers questioned the relevance of some of
these items to leadership. For example, in the category of 'opposite-sex peer sdfconcept', the item I get along well with others oftlze opposite sex; in the category of
physical self-concept, the item I am happy with the way I look; and in the personal
self-concept, the item I have respect for myself Consistent with verbal feedback
from other respondents, one teacher wrote, "Self esteem questions were
uncomfortable to think about. I really didn't like that section" and another wrote "I
don't see what these fitems] have got to do with leadership''.
Given the concerns raised by respondents' comments about items relating to
self-concept, a decision was madt to discard the majority of these from the final
questionnaire. De Vaus (1991, p. 101) pointed out that if questions in the trial stage
"were perceived as inelevant to the stated purpose of the survey ... or produce
respondent hesitation, reluctance, or refusal to answer", then they are likely to result
in a high incidence of non-response in the final survey. Some items from the self-
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concept section deemed by the researcher to be 'safe' or less invasive were included
in the final questionnaire. For example, I am a crmjident person, I am sure ofmyse{f
at school, and I am proud ofmy achievements at school. These items were included
within the subheadings of Self-Leadership and Program Leadership. After deleting
the majority of items in the self-concept section, the final version of the
questionnaire was reduced from 86 stem-items to 72 stem-items. This meant that the
time taken to complete the questionnaire should also have been reduced. Teachers
made no additional comments about the que~<.ionnaire in general, and no comments
were made about any important aspects being omitted. Apart from minor changes to
the wording of some items, no further changes were made.

Trial measure of teacher leadership
Data from the 33 trial questionnaires were analysed with the RUMM (1998)
computer program to obtain initial feedback on the conceptual structure of the early
childhood teacher leadership scale in the questionnaire. Due to the concerns raised
by teachers about the self-concept items, and because this section comprised a high
proportion of missing data, a decision was made to analyse only the teacher
leadership section of the questionnaire.
Of the 104 item scale, thirty three stem-items had at least one item (real or
ideal) that did not fit the measurement model. There are two possible reasons for
items not fitting the scale. One is that teachers may not answer response categories
consistently and logically for that item and this is indicated by disordered thresholds.
Another reason is that some teachers may not agree on the location of an item on the
scale. For example, some teachers with high leadership scores may find a particular
item easy, while others with high leadership scores may find the same item more
difficult, which would be revealed as an inconsistent response pattern. Despite the
number of items that did not fit the model, a decision was made to include them
(some in modified form as discussed earlier) in the final questionnaire due to the
small sample size in the trial. The Irvlex of Teacher Separability (or reliability as it is
referred to in traditional measurement) was 0.968 which means that the proportion of
observed variance considered true was 97 percent. The item-trait tests of fit
indicated that the item difficulties were consistent across the range of teacher
leadership scores along the scale. Overall, the ttial data gave positive indications that
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a good scale of early childhood teacher leadership had been constructed, with the
internal reliability very high. The RUMM program measures the power of the testsof-fit on a five-point scale of Excellent, Good, Reasonable, Low and Too low. For
the trial data, the power of the tests-of-fit was deemed cxccllenl.

Summary
A new scale of Teacher Leadership for early childhood teachers has been
devised in response to problems with existing models of teacher leadership.
Background has been provided on the measurement of latent traits such as Teacher
Leadership, and the use of a Rasch model of measurement in order to test the new
Teacher Leadership sc:i.le has been discussed. Finally, the pilot test of the
questionnaire was described and outcomes that helped improve the quality of the
questionnaire were discussed. The next chapter reviews the method of the present
study.
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CHAPTER FIVE

METHOD

This chapter begins with a brief review of methods used in similar studies,
followed by a discussion to support the design of the present study. Next, the sample
and population is desc1ibed and the general procedure for phases one and two of the
study is outlined. Finally, the process of data collection using the questionnaire is
explained, followed by a description of the trial and data collection using the semi~
structured interview schedule.

Methods of similar studies
The literature has identified several factors that influence teachers' abilities to
demonstrate leadership. Examples of such factors are included in a summary of
research that investigated the relationships between teacher beliefs and significant
variables in school life. Kagan (1992) compiled a synthesis of selected studies on
teacher beliefs. The types of beliefs under investigation included teachers' sense of
self-efficacy, perceptions of the attitudes held by parents of their pupils and teachers'
practicaJ arguments. Of the 25 studies cited, 16 included interviews in the
methodology, six used questionnaires, and three utilised both questionnaires and
interviews. Four of these studies were based on a quantitative approach using a
questionnaire. The remaining 21 studies were based on a qualitative or combined
qualitative and quantitative approach.
More specifically, Hebert, Lee and Williamson (1998) used a survey method
to investigate the relationship between teachers' sense of efficacy and their
experience in schools. The questionnaire was designed to obtain data that would
enable quantitative and qualitative comparisons. The instrument included a modified
version of a teacher efficacy construct, using a Likert scale and open-ended questions
to elicit further infonnation. It was suggested that the inclusion of open-ended
questions added "depth and understanding to numerical ratings, and ... [provided]
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evidence supporting the experiential and contextual underpinnings of lself-efficacyj
beliefs" (Hebert, Lee, & Williamson, 1998, p. 224). Although questionnaires remain
the "predominant" means of collecting data on educational leadership (Howe, 1994)
the benefits of combining both qualitative and quantitative methods of data collection
has been noted. Howe (l 994, p. 3283) in his discussions on future directions of
research in educational leadership called for "improved efforts to integrate
qualitative and quantitative methods ... in a single study".

Design
The present research is a descriptive self-report study (Gay, 1987) whereby
infonnation was solicited from individuals using a survey questionnaire and followup face-to-face interviews. Hence the study was conducted in two phases. Phase
one was comprised of the mailed survey instrument, while phase two incorporated
the face-to-face interviews. It is acknowledged that much more in-depth data can be
obtained using an interview method than is possible with a questionnaire. It is also
acknowledged that engaging in quantitative methods of data collection is not
consistent with a critical theory perspective which infonns this study. However, on
consideration of the advantages and convenience of a survey method, this study
employed a combination of quantitative (survey) and qualitative (interview)
methods. Creswell (1994) referred to such combining of qualitative and quantitative
methods as the "mixed methodology design" and stated that by using both qualitative
and quantitative methods of data collection, a concept can be better understood or
explored. Quantitative methods enable objective comparisons and generalizations to
be made while qualitative methods provide more depth and meaning to the
participants' perspectives (Bouma, 2000; Punch, 1998). More specifically, de Vaus
(1991, p. 57) suggested "in-depth interviewing can give the researcher insight into
the meaning of behavior and attitudes expressed in questionnaires", while Jick ( 1979)
suggested that inclusion of a survey in the method should also "contribute to greater
confidence in the generalizability of results"(p. 604).
The use of a combination of methods also enables 'triangulation' of data
collected; that is, a check on the reliability and validity of the information provided
by the early childhood teachers. This study employed both simultaneous and
sequential triangulation (Creswell, 1994). In phase one, opportunities for
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simultaneous triangulation occurred as the research questions were addressed in both
the quantitative and qualitative sections of the survey instrument Sequential
tliangulation was also an clement of this study because initial findings from phase
one - the survey questionnaire, hccamc the basis for planning phase two of' the study
- the face-to-face interviews. This process enabled findings to be confirmed, and in
some instances, extended. It was also recognised that in the process of triangulation,
some findings may be inconsistent or contradictory. Where this occurred, the
infonnation was checked and explored further with the early childhood teachers
during the interviews, thus providing evidence for the reliability and validity of the
infonnation. It can be argued that such findings add value to the study and, in some
cases, provide evidence for new perspectives (Creswell, 1994; Mathison, 1988).
Considering the advantages of mixed method designs, Creswell ( 1994)
collated various authors' suggestions and proposed four reasons (five with
triangulation) for combining qualitative and quantitative methods in a study:
1. Complimentary, in that overlapping and different facets of a phenomenon

may emerge.
2. Developmentally, wherein the first method is used sequentially to help
infonn the second method.
3. Initiation, wherein contradictions and fresh perspectives emerge.
4. Expansion, wherein the mixed methods add scope and breadth to a study.
(Creswell, 1994, p. 175)
Each of these advantages are encompassed in the purpose of using mixed
methods in this study. In support, Miles & Huberman (1994, p. 41) suggested
qualitative data can aid the analysis of quantitative data by "validating, interpreting,
clarifying and illustrating quantitative findings, as well as through strengthening and
revising theory".
The purpose of using a cross-sectional mail survey was to obtain answers to
each of the five questions proposed at the outset of this study. Essentially, question
one dealing with early childhood teachers' perceptions of their leadership role, and
questions two and three relating to the development and testing of the model, were
addressed in the quantitative section of the survey instrument. Questions four and
five - factors that enhance or constrain teachers' abilities, and the strategies they use
to articulate and communicate their pedagogy- were addressed in the qualitative
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section of the instrument (open-ended questions). Through surveying a sample of
early childhood teachers in Western Australia, generalizations could be made and
inferences drawn about the reported characteristics and beliefs of the whole
population (Creswell, 1994). Fm1her understanding and insights relating to
questions one, four and five were altained through the face-to-face interviews.
A mailed survey was the preferred method for initial data collection in phase
one of the study for several reasons. A survey is con venicnt to use because it can be
administered to a large number of people from widely dispersed geographical areas
and is relatively economical when compared to the cost of face-to-face interviews in
terms of money and time (Oppenheim, 1992; Rosnow and Rosenthal, 1996 ). There
is also a relatively rapid turn around of data collection using the survey method
(Creswell, 1994). In addition, surveys offer a form of anonymity where by
respondents may be more willing to reveal details than if in a face-to-face interview
situation.
Semi-stmctured face-to-face interviews were chosen as the preferred method
to validate and triangulate data obtained from the survey, and to add scope and
breadth to the study. The interview method has the advantage of obtaining in-depth
data that is not possible with a survey (Gay, 1987; Minichiello, Aroni, Timewell, &
Alexander, 1991)). The interview format also allows for flexibility and the
opportunity to clarify questions and responses with the subjects in order to
understand more 2bout a concept than may be possible with a one-off survey
(Rosnow & Rosenthal, 1996; Fontana and Frey, 1994). The interviews were based
on validating, clarifying, and seeking further information, on issues identified from
the questionnaire. Patton (1990) suggested that using a semi-structured approach
(referred to by Patton as the interview guide approach) a.Hows important issues or
topics to be outlined in advance. This process also allows for addressing gaps
identified in earlier data collection and following a semi-structured interview format
means that data collection is "somewhat systematic for each interviewee (Patton,
1990, p. 288).

Population and sample
In this study, subjects were from the population of approximately 1000
Western Australian state government school early childhood educators who were
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teachers of kindergarten /preprimary children aged 3 - 5 years. The population
comprised teachers working full or pai1 time with a pcnnancnt or temporary status,
in metropolitan or country schools. Despite placing limits on the generality of
findir,gs (Dominowski, 1980), a decision was made to use a convenience sample in
both phase one and two of the study due to limited resources and restricted
knowledge of actual numbers of early childhood teachers in each school. In Phas(J"
,, !
One, the sample was 272 early childhood teachers who volunteered to answer thei..!
....--·,
"

questionnaire.
'.\ .,;./

A rigid sample

fo(

the interviews in phase two of this study

w1} ~hot

detennined at the outset. Informed by Strauss and Corbin (1990), the sampling
decision evolved as the research progressed. Bearing in mind that there is little or no
benefit in continuing the process of interviewing individuals once saturation of data
or concepts is achievt.d. (Strauss & Corbin, 1990), the end number of subjects for
phase two of the study was 20 teachers. Sampling for the interviews was also
'purposive' to some extent, using the 'snowball technique' referred to previously
(Bouma, 2000; Oppenheim, 1992). This involved approaching those teachers known
to the researcher or those who had volunteered first and asking them to nominate
others they know and so on. It was anticipated that most teachers who volunteered to
be interviewed would tend to be relatively confident. So in an endeavour to achieve
some balance, three early childhood teachers who were known to lack some
confidence were approached. All three indicated they would be willing to pmticipate
in an interview. It was interesting to note however, that two of the three teachers
said in effect that they were not sure that they would be much 'help' to the research.

Procedure
Initial approval to conduct the research was obtained from the University
Ethics Committee. Following this, pennission to conduct the research in schools in
Western Australia was obtained from the State Government Education Department.
The following diagram outlines the procedure for collection and analysis of data for
phases one and two of the study. Though not evident in the diagram, it was expected
there would be some overlap in the collection of data and subsequent analysis. The
collection of data, including the development and piloting of both questionnaire and
interview schedule, spanned a period of nine months.
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Figure 3: Procedure for data collection and analysis

Data collection: Questionnaire
Due to privacy issues, the Education Department was not able to provide a
mailing list of early childhood teachers attached to primary schools. However, the
Department did provide a contact list of all schools with preprimary students,
together with the suggestion that the surveys be addressed to the 'preprimary teacher'
and providing multiple copies to schools with large prep1imary enrolments.
Following these guidelines, copies of the survey questionnaire were sent with replypaid envelopes to 362 schools, 85 of which were in the country and 277 in the
metropolitan area. A decision was made to omit those schools with fewer than 15
preprimary enrolments, as it was not guaranteed that these schools would have an
early childhood trained teacher on staff. Schools from which early childhood
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practitioners were involved in the trial process were also omitted, unless the teacher
had volunteered to pa11icipate in the final questionnaire.
The covering letter or the questionnaire was taken as informed consent, based
on the condition of anonymity (sec Appendix A). In an endeavour to maximise the
response rate, a follow-up letter was sent to the same schools two weeks later,
reminding teachers about the questionnaire and urging their participation. A request
was also made in the letter for teachers willing to be interviewed at a later date to
contact the researcher (see Appendix A). A decision was made to limit the follow-up
to the one reminder due to considerations of cost and the fact that in ensuring
anonymity, there was no way of knowing from which schools responses had already
been received. Questionnaires were returned via the post in the pre-paid envelopes
to the university mail room. Each batch of returns was date stamped on the day they
arrived and subsequently numbered by the researcher.

Data collection: Interviews -development and pilot test of interview schedule
An initial analysis of the open-ended questions in the qualitative section of
the questionnaire was conducted to determine common themes or key issues that
could be explored in more depth (see chapters eight to eleven for further discussion).
The themes and issues identified became the basis for the interview schedule (see
Appendix E) which was subsequently piloted infmmally with two preprimary
teachers. Ensuing discussion revealed that the general perception of traditional
leadership is likely to be foremost in teacher's minds and that not all teachers would
be aware of the concept of teacher leadership, especially in the context of articulating
and communicating early childhood pedagogy and philosophy. Consequently, it was
suggested to emphasise more strongly at the beginning of the interview that
leadership in the context of this research was related to articulation and
communication of early childhood philosophy. In addition, the trial highlighted the
need for further prompts in the interview schedule. Apart from minor alterations to
the wording of some questions, no other changes were made to the interview
schedule.
An initial sample for the interviews was established with 12 early childhood
teachers known to the researcher. The 12 teachers were approached and asked if
they would be willing to participate in an interview about their perceptions of teacher
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leadership. The teachers were then asked if they could nominate another teacher
they thought would be willing to pmticipatc in an interview. In this manner, a total
of 20 early childhood teachers were interviewed. At the outset, teachers were
provided with an information statement and Jetter of consent (see Appendix D). This
statement outlined the purpose of the interview and ensured teachers of
confidentiality and anonymity, with the right to refuse to answer any question and to
withdraw from the interview at any time. In addition, contact numbers were
provided should the participant require further information at a later date. Once they
had read the infonnation and were satisfied, teachers were asked to sign a form of
consent based on the conditions mentioned above, indicating their willingness to be
interviewed. The time and place for the interview was set according to the
interviewee's preferences. In four cases, where the teacher worked part time, their
preference was to be interviewed in their own home. The remaining 16 interviews
were scheduled in the teacher's non-contact or Duties Other Than Teaching time at
their work place.
It is acknowledged that bias can emerge in interviews. For example the

interviewer may seek answers that reflect their preconceived notions or ask leading
questions. Bell (1987) suggested that while it is difficult to eliminate bias
completely, the interviewer should be aware constantly and strive to remain
objective. Patton (1990, P. 348) suggested that the interviewer should be committed
to "record as fully and fairly as possible that interviewee's perspective. Some
method of recording the verbatim responses of people being interviewed is,
therefore, essential". Subsequently, teachers participating in the interview were
asked for their pennission to tape record the interview. An advantage of using a tape
recorder is that there is more opportunity for the interview to progress along natural
conversational lines (Minichiello, Aroni, Timewell and Alexander (1991). Before
the interview commenced, participants were shown the location of the pause button
on the recorder and made aware of their right to stop the recording at any point in lhe
interview. To address further the issue of bias, Patton (1990) suggested that the
personal reactions of both interviewee and interviewer should be noted down during
the interview. Patton (1990, p. 353) referred to this process as the beginning of
analysis because "while the situation and data are fresh, insights can occur that might
otherwise have been lost". However, it was felt that note taking during the interview
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would be difficulL and could possibly constrain or interrupt the flow. Ir.deed,
Minichiello, Aroni, Timewcll and Alexander (1991) suggested that rapport could be
at risk if notes were taken dming the interview process. Hence, a decision was made
to nole down reactions and impressions as soon after the interview as possible.
Another issue that arises in the process of conducting interviews is that of
power relationships or status of standing between the interviewer and interviewee.
Fontana and Frey (1994) cautioned the researcher against imposing their academic
view on the respondent, while Punch (1998) highlighted the need for developing a
relationship of equal standing between the researcher and interviewee. This issue is
not perceived as a problem in the present study, as the researcher shares the same
teaching background as the respondents and presented as a colleague of the teachers
in the interview process. Some may view this as a bias in itself, with the researcher's
own experiences in the same context influencing subsequent interpretations of
meaning. However, the researcher, being aware of the potential of bias in this
situation and endeavouring to remain conscious of the fact throughout the interview
process, should go some way towards addressing this issue.
The average length of the interviews was 60 minutes, with some completed
within 45 minutes and others extending past the one hour duration. None of the
teachers declined to answer any of the questions, but three exercised their right to
turn off the tape recorder at some point. These teachers did so to clarify some aspect
before answering, or to provide themselves with more time to think. It was
interesting to note that upon conclusion of the interview, and after the tape recorder
had been turned off, three teachers shared further experiences with the researcher. It
was not known for certain whether the experiences were added as an after thought or
whether these teachers did not wish the account to be taped. One teacher appeared to
realise her added account would probably be of interest and stated"! probably should
have said this on tape for you" (20:d mem,).

Limitations

Time limitations are acknowledged as a constraint to this study. A survey
was used to gather data initially, given its advantage of being economical in terms of
time. Though enabling 'richer data' to be collected than in a one-off survey, the
number of in-depth interviews was limited because of the large amount of time each
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takes. However, an adequate number of interviews was determined during the
course of data collection to ensure enough rich data was obtained.
It is acknowledged that data obtained through the use of the questionnaire and
interview may not account fully for the beliefs and perceptions of the respondents.
In particular, the subjects may respond to questions according to what they believe
others will view as the appropriate response, rather than their personal belief. The
assurance of anonymity and provision for open-ended responses in the questionnr.ire
should address this concern. Similarly, a conscious endeavour to employ appropriate
interview strategies, such as . ryiaintaining neutrality as outlined by Patton (1990),
should have encouraged true responses. Moreover, it is acknowledged that these
limitations are not the only ones to this study. Indeed, further limitations are noted in
subsequent chapters.

Summary
This chapter has presented the case for using a mixed method design
combining both quantitative and qualitative methods of data collection for this study.
Following this, the sample population for the study was described and the general
procedure incorporating phase one and phase two of the study was outlined. The
process of data collection through the questionnaire was described as was the trial of
and data collection via the interview schedule. In conclusion, the limitations of the
study were discussed.
The next six chapters describe the process of data analysis, and present the
results for phase one of the study, the survey questionnaire. The results are presented
in three sections. Part A in Chapter Six comprises the summary of biographical
details thus providing a description of the sample, while Part Bin Chapter Seven
presents the psychometric analysis of Early Childhood Teacher Leadership. Part C
in Chapters Eight through to Eleven presents a summary of data from the open-ended
questions.
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CHAPTER SIX

DATA ANALYSIS (PHASE ONE SECTION A): BIOGRAPHICAL
DETAILS

This chapter presents the data obtained through the biographical questions
from Section A of the questionnaire, thus providing a description of the sample of
respondents. The chapter begins with a report on responses and an attempt to
address the issue of response bias. Following this, a summary of biographical data is
presented to provide a further description of the sample for this study. In conclusion,
some pertinent aspects of respondents' backgrounds are highlighted.

Responses
A total of 283 questionnaires were returned, however, 11 of the'Se could not
be used due to large amounts of missing data. The remaining 272 questionnaires
were presented for analysis. In addition to maximising the response rate in a survey,

it is also necessary to address the issue of non-response bias (Creswell, 1994;,
Oppenheim, 1992). It is believed generally, that there are most likely to be
differences between respondents and non-respondents in aspects relevant to the study
being undertaken (de Vaus, 1991). Hence it is important to find out if non-responses
are linked in some way to the research topic. More specifically, Rosnow and
Rosenthal (1996) compiled a synthesis of characteristics of typical volunteers and
non-volunteers. Among the nine characteristics were:
1. Volunteers tend to be higher than non-volunteers in the need for
social approval.
2. Volunteers tend to more sociable than non-volunteers.
3. Volunteers tend to be less authoritarian than non-volunteers.
(Rosnow and Rosenthal, 1996, p. 204).
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Taken at face value, these three characteristics suggest that those who
responded to the questionnaire ir: the first wave of returns would likely be less
authoritarian but more sociable and have a higher need for approval from other staff
in the school, than non-volunteers. These three characteristics are also a part of
teachers' interpersonal skills enacted within a school setting. fn tum, interpersonal
skills affect teacher's abilities to exercise leadership in the school and are a focus of
several items contained in the questionnaire of Teacher Leadership for Early
Childhood Educators.
Creswell (1994) outlined two methods used to detennine response bias. The
first was to conduct a wave analysis which entails monitoring the responses to a
select few questions week by week. In this method, responses in the last weeks of
the data collection period are classified as 'almost' non-responses. If no significant
difference is found when responses from the last weeks are compared with responses
from the earlier weeks, then there is said to be a "strong case" for a lack of response
bias (Creswell, 1994, p. 123). Such a process may be applied to the present study in
the form of comparing the mean Teacher Leadership scores of the first 50
respondents to the mean Teacher Leadership scores of the last 50 respondents
(deemed by this view to be 'almost non-respondents'). In doing so, there was not a
great difference between mean scores with the mean of the first 50 Teacher
Leadership scores 2.290 and the mean of the last 50 respondents 2.820. The overall
mean of the Teacher Leadership scores for the 270 respondents (there was corrupted
data for two of the 272 teachers' responses for Section B of the questionnaire) was
2.798. Hence there appeared little difference in applying this process to compare
Teacher Leadership scores of early respondents to those deemed 'almost nonrespondents'.
The second method for determining response bias outlined by Creswell,
1994) was a respondelll /11011-respo11de11t check which involved contacting u few
non-respondents and determining whether their responses were markedly different
from the respondents. Given that no contact details of recipients of the questionnaire
were 11vailuble, this method was not able to be used to de!enninc non-response bias
in the present study. However, a phone call to the researcher six days after the
survey was mailed, was recorded in a diary kept over the research period. The caller
began with the statement "I don't really think I can fill out your questionnaire" and
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went on to say she believed her 'totally negative' experience was sure to corrupt the
research findings. The caller described herself as a "disillusioned 'old school' early
childhood teacher" and talked for approximately twenty minutes venting her
frustration that she was a "lone voice getting nowhere". The caller was encouraged
to complete the questionnaire and reassurnd that her response would be highly
valuable to the research. However, upon perusal of the qualitative section of the
returned questionnaires it seemed this teacher did not, in the end, return the
questionnaire. Similarly, one other case came to light with a note included at the end
of one questionnaire (146) that indicated the respondent's colleague chose not to
complete a questionnaire, believing her negative perceptions and experience would
'bias results'.
One cannot ascertain from two cases alone that non-respondents were more
likely to be experiencing difficulty in exercising their leadership skills, or indeed to
confirm Rosnow and Rosenthal's (1996) findings that the non-respondents were
more likely to be less sociable than respondents. However, these two known cases of
non-response serve to highlight questions concerning the impact that data from nonrespondents would have had on the overall results of the questionnaire. Given the
issue of non-response could not be resolved in the present study, findings can only be
held true for the group of early childhood teachers who completed the questionnaire.

Biographical data
The first task in the analysis of the biographical data from section A of the
questionnaire was to assign numbers in order to code the responses in this section.
For the ten questions, the codes ranged from a single number representing the
number of years teaching experience to nine codes that were assigned to identify the
type of teaching qualification held by respondents. Table 6.1 provides a summary of
teachers' backgrounds and biog ..aphical data.
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Table 6.1

Summary of biographical information provided by teachers

Number of

Percentage

Teachers
Gender of teachers

Years teaching
experience

Teaching location

Site of preprimary centre

Number of PIK teachers
in school

Gender of principal

Member of professional
organization
Teaching qualification

Female

269

99%

Male

3

1%

0-2 years

24

9%

3-5 years

35

13%

6-15 years

126

46%

16 or more years

87

32%

Metropolitan

214

79%

Country

54

20%

Unspecified

4

1%

On site (with primary school)

241

89%

Off site

31

11%

I teacher

43

16%

2-4 teachers

199

73%

5 or more teachers

30

11%

Female

48

18%

Male

224

82%

Yes

68

25%

No

204

75%

3 year diploma ECE

91

33%

4 year degree ECE

58

21%

Graduate diploma ECE

14

5%

3 year diploma primary

15

6%

4 year degree primary

16

6%

3 year diploma (unspedfied)

33

12%

4 year degree (unspecified)

39

14%

Masters d~gree (completed or in
progress)

4

1%

2 year Child Care diploma
Unspecified

1
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For the 272 respondents, the number of years of teaching experience in early
childhood education ranged from a few months to 39 years with a mean of 12.5 years
(median 11 years). Whilst there is a relatively broad range of teaching experience
covered in the sample, it is weighted with more experienced teachers. Twenty two
percent of teachers had less than six years experience teaching whilst the majority
(78 percent) had six or more years of experience teaching in early childhood
education. It may be the case that confidence of teachers in articulating and
communicating their philosophy increases with their teaching experience and hence
the results of this study may be biased in this regard. However, as discussed in the
career path of teachers and intrapersonal factors in Chapter Two, it cannot be
assumed that all experienced teachers will be more confident or more able to exercise
leadership than their less experienced colleagues.
As anticipated, and reflecting school reform in Western Australia, the
majority of preprimary centres or classrooms (241 or 89 percent) were on-site
(situated on the same site as the primary school). The remaining 31 (11 percent)
preprimaries were located off-site (blocks or streets away from the primary school).
However, the teachers in these off-site centres were still under the direction of their
local primary school principal, albeit to varying degrees. It is not believed that being
off-site contributed to any great differences in interactio;1 ~ her ween the early
childhood teacher and principal. Although some teacher, r ,)ff-site centres cited the
physical distance as a constraint to communicating with others in the primary school,
so too did some teachers whose centres or classrooms were located on-site with the
primary school. For example, a comment from a teacher off-site and one from a
teacher on-site follows.
Off site location makes communication difficult. I have to make a
point of dropping in to school and attending staff meetings in my own
time (191:b.l).
[The principal has] no contact with self or class. Only time [I) am
addressed is when there is a problem /concern (267:b. l).
Also anticipated was the greater proportion of the principals of early
childhood teachers in this study being male. There were 224 (82 percent) male
principals and 48 ( 17 percent) female principals. Of these 48 female principals, at
least three were in an acting position. Although teaching in the early years is largely
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a female dominated profession, these figures reflect the view proposed in Chapter
Two that early childhood teachers arc most likely to be teaching under the direction
of male principJ!s. Included in this view is the concern that some of these male
principals may have retained a patriarchal view of, and have little understanding of,
early childhood education. This does not exclude the fact that some female
principals too may have little understanding of early childhood philosophy given
their primary-oriented teaching background. Teachers' comments and concerns with
respect to this issue are discussed further in Chapter Nine.
As early childhood teachers are most often in the minority of school staff, it is
pertinent to note the number of preprimary or kindergarten colleagues on the
respondent's school staff. The mean number of preprimary or kindergarten teachers
at respondent's schools was 2.8 (mode 2, median 3). Of the 272 teachers, 42 (16
percent) reported to be the only preprimary teacher on the school staff. As such,
these teachers would not have the support that other respondents reported they
experienced when there were two or more preprimary teachers within the school.
However, it cannot always be assumed that lone preprimary teachers on school staff
experience greater difficulties than those with other preprimary colleagues on staff in
communicating their philosophy to others in the school. As a few respondents
pointed out, difficulties can arise ;n the preprimary cluster of teachers when one or
more teachers have programs that adopt some practices that are more akin to
formalised primary learning than early childhood philosophy. In such a situation, a
teacher espousing appropriate early childhood pedagogy may experience difficulty in
communicating or justifying their philosophy to others when faced with lack of
support or conflicting views from their early childhood colleagues in the school.
This difficulty is reflected in the comment from one respondent:
The other [preprimary] teacher is always asked points of view even
though she is primary trained. She has worked in the school for ten
years ... ! do get tired of being the only early childhood trained person,
youngest and having the least years of ~xperience. I still have a point
of view and I do state it whenever possHde (42:d).
The issue of primary or secondary trained staff teaching in the area of early
childhood education was raised b.v several respondents al various points within the
qualitative section of the questionnaire. It was argued by some that teachers from a
primary or secondary teacher training background did not provide programs that
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reflected appropriate early childhuod pedagogy, despite their assertions lo the
contrary. For example, one respondent wrote at length:
In the last few years I have become increasingly concerned
about. .. the demise of the ECE scene. In particular, I am concerned
about the encroachment of non-ECE trained teachers into
preprimaries and MAG classes that purport to meet the needs of all
the children but do not. The Education Department claims to support
developmental learning but in these classes I see activities becoming
more and more formal with more and more worksheets .... I am also
concerned for the students who are working so hard to specialise in
ECE and yet, out in the real world principals arc free to appoint any
teacher into their preprimary - what hope for the new teacher? I even
know of one case where a primary teacher was appointed to a
preprimary position and in less than two terms was asked to 'train'
another primary teacher during a six week conversion course .. .I often
wonder what value is put on the ECE way of teaching ... or for that
matter, the ECE teacher (82:d)
Examination of the reported teaching qualifications of respondents revealed
at least 149 (55 percent) teachers had three or four years in early childhood training
and 31 (11 percent) teachers were three or four year primary trained. However, it is
acknowledged that a proportion of the 72 (26 percent) teachers who did not specify
the area of their training may also be from a primary or secondary background.
Similarly, apart from three respondents who reported to have teacher training at the
secondary level, it is not known the backgrounds of many of the 14 teachers with a
Graduate Diploma in early childhood studies. Despite there being a minority of
teachers with a primary or secondary teaching background working in preprimaries
or kindergartens, the issue of conflicting philosophies has been highlig:ited by
respondents and discussed in more detail in Phase Two of the study.
It is interesting to nute the relatively low proportion of teachers in the study
who reported to be a member of a professional organisation related to early
childhood education. Of the 272 respondents, only 68 (25 percent) reported they
belonged to a professional body. Affiliation with an early childhood professional
organisation has been identified as an ethical requirement of early childhood
practitioners (Freeman & Brown, 2000; Sebastian-Nickell & Milne, 1992;
Stonehouse, 1998). It is also one way to keep abreast of the latest research and
developments, and indeed, to fmm a collective voice in order to advocate for young
children and appropriate programs. However, it appears that th~ majority of teachers
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in this study were not motivated to join an early childhood professional body. This
finding is consistent with Rodd's (1996) finding that less than ten percent of
respondents from a number of studies of child care coordinators were members of a
professional association.

Summary
This chapter has addressed the issue of bias in the questionnaire data and has
provided further detail on the background and biographical details of respondents in
this study. Nearly all respondents are female with teaching experience ranging from
a few months to 39 years. Most have completed three or four years of teacher
training in early childhood education. The majority of teaching positions of
respondents were located in on-site preprimary centres in metropolitan primary
schools with predominantly male principals.
The following chapter describes the process of data analysis for Section B of
the questionnaire, the model of Early Childhood Teacher Leadership. In this chapter,
the results are presented, together with a description of the meaning of the Teacher

Leadership scale.
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CHAPTER SEVEN

DATA ANALYSIS (PHASE ONE SECTION B): CREATING A
SCALE OF EARLY CHILDHOOD TEACHER LEADERSHIP

This chapter begins with a description

or the process of data analysis for the

model of Early Childhood Teacher Leadership using the Rasch Unidimensional
Measurement Model (RUMM 2010) program (Andrich, Sheridan, Lyne, & Luo,
2000). Following this, the results are presented through tables, figures and
descriptive text. The general meaning of the Early Childhood Teacher Leadership
Scale is explained and pertinent aspects discussed. Then the implications of the
findings are discussed.

Data analysis with the RUMM 2010 program
Responses for Section B of the questionnaire were entered into an Excel file
in terms of the response category codes (one, two, three and four), with the number
nine representing missing data. The data were then analysed using the Rasch
Unidimensional Measurement Model (RUMM 2010) program (Andrich, Sheridan,
Lyne & Luo, 2000). Initial analysis by the RUMM program tested the 142 items (71
stem items) as a group to see if they fanned a single valid scale for the predominant
trait of Teacher Leadership. At the outset, the program discarded two teachers'
responses due to corrupted data, thus leaving the data of 270 teachers for subsequent
analysis. During the initial analysis, a problem emerged with answers in categories
two and three (some and most of the time), whereby teachers did not answer in a
consistent manner. As inconsistencies were not evident with answers in either
categories one and four, a decision was made to combine categories two and three,
leaving three categories instead of the initial four, for subsequent analysis.
A number of steps were taken in order to create a proper scale of Teacher
Leadership. To begin with, the item thresholds were checked so that only those
items with ordered thresholds (indicating lhat the response categories for the item
were answered consistently and logically) were included in the final analysis. Next,
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the residi1als were examined, the residual being the difference between the cxpcctcd
item 'difficulty' calculated according to the model and the actual 'difficulty' as
agreed on by teachers. The chi-square of items were then chcc:kcd to identify items
that fitted the model. The chi-square represents the item-trait lc!';l of fil which
examines the consistency of the item parameters across the teacher leadership
measures for each item. Next, the person-item trait fit was investigated to determine :
whether there was agreement among teachers along the scale as to the 'difficulties'
of all the items along the scale. The non-pcrfonning items (50 items out of 142,
determined through the steps above) were deleted from the scale thus creating a
proper scale with only items that fitted the model. Finally, the person measures
(Teacher Leadership scores) and item 'difficulties' were calibrated on the same scale
by the RUMM 2010 program, thus providing the final analysis of the Model of Early
Childhood Teacher Leadership.

Results
The results of the anaiysis are set out in Tables 7. l and 7.2, Figure 4 and
Appendices B and C. Table 2 presents a summary of the psychometric
characteristics of the Early Childhood Teacher Leadership Scale and the statistics for
fit to the model. Table 7.2 shows the mean Teacher Leadership scores for each subscale in both the real and ideal aspects. Figure 4 is a graph of the item threshold
difficullies aligned on the scale from 'easy' lo 'hard' with the Teacher Leadership
scores calibrated on the same scale from low to high. Appendix B displays the items
that fonn the Early Childhood Teacher Leadership Scale and their estimated
'difficulty' values, while Appendix C shows the threshold values of the categories
for each item.

Psychometric characteristics of the Teacher Leadership Scale
Of the 142 original items that formed the Early Childhood Teacher
Leadership Scale, 50 did not fit the measurement model in either the real or ideal
aspect (see Appendix B). For lhe items that did fit the model, 38 items measured a
real (How I Am) aspect of Teacher Leadership and 54 items measured an ideal (How
I Would Like To Be) aspect of Teacher Leadership. Thus the ideal (How I Would
Like To Be) aspect made a stronger contribution lo the scale than the real (How I

87

Am) aspect of Teacher Leadership. Sixty of the 92 items had a corresponding real
and ideal aspect that fitted the model. That is, for 30 stem-items, there were 30 real
and 30 corresponding ideal aspccls for that item. The remaining 62 items were
comprised or eight real and 54 ideal aspects

or the items.

Together, these 92 ilcms

fitted the measurement model and formed a valid and reliable intcrval-lcvcl scale.
Table 7. l
Summary statistics for 92 item Teacher Leadership scale

Items

Teachers

Number

92

270

Location mean

0.000

2.798

Standard deviation

1.761

1.137

Fit statistic mean

-0.249

-0.515

Standard deviation

0.905

1.430

Item-trait interaction chi square= 295.816
Probability of item-trait (p) = 0.01
Degrees of freedom = 276
Teacher Separation Index = 0.94
Power of tests-of-fit: excellent

Notes on Table 7.1.
1. The item means are constrained to zero by the model.

2. When the data fit the model, the fit statistic approximates a distribution with a
mean near zero and a SD near one (a good fit for this scale).
3. Tlie item-trait interaction indicates the agreement displayed with all items across
all teachers from different locations on the scale (acceptable for this scale).
4. The Teacher Separation Index is the proportion of observed teacher leadership
variance considered true (in this scale, 94% and very high).
The RUMM 2010 program rates the overall power of tests-of-fit in the
categories of too low, low, reasonable, good, and excellent. The 92 item scale of
Early Childhood Teacher Leadership was rated as 'excellent' which indicates a
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strong consensus amongst teachers of the location of the items, ordered along the
scale from 'easy' to 'hard'. In addition, category threshold values arc ordered from
low to high which indicates that teachers answered the response categories
consistently and logically. Thresholds arc the estimated boundaries between two
adjacent response categories for each item where the odds arc I: I of answering in
either of the adjacent categories. As the response categories increase from none, to

some /most, to all of the time, tcac:hcrs need correspondingly higher leadership
scores in order to provide a positive response. The Index of Separability (akin to
traditional reliability in Classical Test Theory) for the 92 item scale with the three
response categories is 0.94. Therefore, the proportion of observed variance
considered true is 94 percent.

Fit of items to the model
In determining the fit of items to the model, the RUMM 2010 program
estimates two statistics. One is the item-trait test-of-fit (chi-square) which examines
the consistency of the item parameters over the range of Teacher Leadership scores
and an overall test-of-fit. Results indicate that there is general agreement on the
location of the item 'difficulties' by teachers with Teacher Leadership scores located
along the same scale (see Table 7.1). In other words, there is agreement for the
location or 'difficulties' of all iteP1S on the scale across teachers with different
Teacher Leadership scores. The other statistic p:ovided by the RUMM 20 IO
program is the item-teacher interaction test-of-fit which examines the consistency of
response patterns for teachers across all items and for items across all teachers. The
item-teacher test-of-fit indicates there is good consistency of teacher and item
response patterns (see Table 7. l ). The locations ('difficulties') of the items are
reasonably well targeted against the teachers comprising a range of items from 'easy'
to 'hard' which almost cover the range of teacher leadership scores from 'low' to
'high' (see Figure 4). The thresholds of the items range from approximately-5.0 to

+ 6.4 logits and cover the range of teacher leadership measures on

the scale which

range from approximately 0.0 to +6.0 legits (see Appendix C for the threshold values
of the categories for each item). The majority of teachers (169 or 63 percent) have
teacher leadership measures in the 'medium' range from 2.00 to 3.96 logits. Sixty
teachers (22 percent) had teacher ieadership measures in the 'low' range from 0.03 to
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1.95 logits, and 41 teachers (15 percent) had 'high' teacher leadership measures from
4.05 to 6.04 logits.
Person-Item Location Distribution
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Figure 4: Teacher Leadership scores and item locations on the same scale.
Notes on Figure 4
L The scale is in logits, the log odds of answering the response categories.
2. Teacher measures (low to high) are placed on the upper side of the scale and item
location~ ('easy' to 'hard') are placed on the lower side of the scale.

The spread of items indicates there are too many 'easy' items with no
Teacher Leadership measures low enough to match several 'easy' items. Some of
these very 'easy' items could be discarded in a future version of the scale. At the
other end of the scale, there are too few 'hard' items to match the highest Teacher
Leadership scores but the highest •.esponse categories for these 'hard' items, with
their high threshold values, 'cover' the high measures of Teacher Leadership (see
Appendix C). The data presented in the results indicate that a good unidimensional
scale of Early Childhood Teacher Leadership has been constructed. For this scale
the errors are small, the internal reliability is very high and the power of the tests-offit are excellent.

In addition to fitting the measurement model, the items that fonn the scale
reflect aspects of the conceptual model. Specifically, it was conceptualised from the
outset, and subsequently realised in the results that, for most items, teachers found it
'easier' to have higher ideal (How I Would Like To Be) self-views of leadership than
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real (How I Am) self-views of leadership. The mean item 'difficulty' for each subscale of Early Childhood Teacher Leadership is presented in Table 7.2. As
conceptualised, the ideal aspecls 0fTcachcr Leadership arc generally easier than the
real aspects. There is one exception with the suh-scale of self-leadership where
teachers found it comparatively 'easy' to have high self-views of leadership in the
real mode as against the generally 'easier' ideal modes across sub-scales.
The item 'difficulties' and thl! Teacher Leadership scores arc calibralcd on
the same scale so that equal differences on the scale between measures of teacher
leadership represent equal differences in item 'difficulty'. As mentioned previously,
there is no true zero point as there is no item that represents zero Teacher Leadership.
The 92 items are aligned on the scale in order of 'difficulty' from 'easy' to 'hard'
(see Appendix C). Nearly all the teachers answered the easier items positively (for
example, items 25, 15, 110, 33, 63, 14, 42, 126, 30). As the items become
increasingly 'difficult' on the scale, respondents need a higher Teacher Leadership
score to answer them positively. This means the more 'difficult' items are only
answered positively by teachers ~:ho have high leadership scores (for example, items
ll5, ll7, 73, 1113, 37, 103, 109, 141). Teachers with low leadership scores do not
answer the more 'difficult' items positively.

Non-fit of items to the model
One reason for the non-fit of some i terns to the measurement model is that
teachers may not have answered the response categories consistently and logically,
resulting in disordered thresholds. Items that fit the model have ordered thresholds
that correspond to the ordered response categories. An example of where teachers
did not answer the response categories consistently and logically is item 93-94 I feel
more comfortable talking to persons my sex than persons of the opposite sex. It is

likely the wording of the item led to some confusion in answering according to the
response categories. Another reason for the non-fit of some items may have been the
Jack of consensus among teachers on the location of the item on the scale. For
example, some teachers with high leadership scores may find an item 'easy' while
others with similar leadership scores may find the same item 'difficult'. Any
disagreement about the item 'difficulty' shows up as an inconsistent response
pattern.
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Ordered thresholds and response categories
As explained previously, in order to determine threshold values, the RUMM
2010 program estimates the boundaries hetween lwo adjacent response categories for
each item where there is an equal probability of answering in either of the adjacent
categories. For an item to fit the model, the thresholds need to be ordered in line
with the response categories. This means in effect that teachers with low leadership
scores would most likely be able to respond positively to an 'easy' item, but teachers
would need progressively higher leadership scores in order to respond positively to
the 'harder' items. If the progression of Teacher Leadership scores from 'low' to
'high' corresponds with the item 'difficulties' from 'easy' to 'hard', then the item
thresholds will be in an ordered sequence. The RUMM 20!0 program provides a
Category Probability Curve for each item which makes it possible to view the extent
to which the ordered thresholds are distributed evenly. A perusal of the category
curves for the 92 items indicates that the teachers answered the response categories
consistently and logically, resulting in ordered thresholds. For example, in Figure 5
the category curve is sh0wn for the best fitting item 63, I look for ways to improve
my teaching practice (real mode).

10063 Oescriptorforltem 63
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Figure 5: Item Category Curve for Item 63 (good-fitting item)
Note
I. Threshold I is about -4.0 legits
2. Threshold 2 is about +2.4 legits
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Item 63 is one of the 'easiest' items with a Chi Square Probability of 0.978
which indicates an excellent fit to the model. Its 'difficulty' is -0.78 which indicates
teachers found it relatively 'easy' to say I look for ways to improve my teacltinM

practice. Figure 5 shows that the Category O curve indicates that a person with a
Teacher Leadership score of -7 .0 logits (Person Location) has around 0.95
probability of answering in this category (none of the time). However if the Teacher
Leadership score was around +0.5 logits, the probability of answering in this
category reduces to near 0. Looking at the Category I curve, with a Teacher
Leadership score of -7.0 the probability of answering in this category (some/most of
the time) is around 0.05, while a Teacher Leadership score of around -1.0
corresponds with a probability near 0.9. In the Category 2 curve, a Teacher
Leadership score of -2.0 corresponds with a probability near O for answering in this
category (all of the time), while a Teacher Leadership score of around +6.0
corresponds with a probability of around 1.0. Examination of the Category Curve for
item 63 illustrates that thresholds for this item are ordered (-4.0 to 2.4 logits) and
that, as expected, increasingly higher measures of Teacher Leadership are required in
order to respond to this item in the higher categories. That is, in order to respond
positively to the item I look/or ways to improve my teaching practice in the category
of all the time, teachers need to have higher Teacher Leadership scores than to
respond positively in the categories none or almost none of the time, and some or

most of the time.
Of the 92 items that fitted the model, the worst fitting was item 54 - I

implement a developmentally appropriate program (ideal mode), shown in Figure 6.
Item 54 is an 'extremely easy' item on the scale with a location of -2.05 and a Chi
Square Probability of 0.014 indicating a poor fit to the model. Forthis item, the
probability of teachers with low leadership scores responding in the higher categories
is increased. Examining the Probability Category Curve for item 54 (see Figure 6)
reveals that for a Teacher Leadership score of around-6.0, there is a probability of
0.95 of answering in the O category (none of the time), while a Teacher Leadership
score of around O corresponds with the probability of 0. The Category 1 curve
indicates that for a person with a Teacher Leadership score of around -6.0 there is a
probability of around 0.05 they would respond in this category, while a Teacher
Leadership score of around -2.0 carries the probability of around 0.5 to respond in
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this category. The Category 2 curve indicates that for a Teacher Leadership score of
around -4.0 there is a probability of O responding in this category (all the time),
while for a Teacher Leadership score of around +2.0 there is a probability of around
0.95 responding in this category. Although thresholds arc ordered for this item with
teachers needing increasingly higher Teacher Leadership scores to respond more
frequently in the higher category, it is evident through the relatively low peak of the
category one curve that some teachers had not responded as expected. With a
Teacher Leadership score of around -2.0 there is only a difference of about 0.25
probability of teachers answering in either category zero, one or two.
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Figure 6: Item Category Curve for Item 54 (not-so-good fitting item)

The eighth worst fitting item was item 62, I am willing to be involved in extra
curricula activities (ideal mode), shown in Figure 7. Item 62 is an example of an

'easy' item with a Chi Square Probability of 0.063 which indicates a poor fit to the
model and a location of -0.18 which indicates teachers found it 'easy' to say they
would like to be willing to be involved in extra curricula activities. Examination of

the Category Curve for item 62 illustrates that thresholds for this item are ordered
and that, as expected, increasingly higher measures of Teacher Leadership are
required in order to respond to this item in the higher categories. That is, even
though item 62 is an 'easy' item, in order to respond to the item I am willing to be
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involved in (How I would like to be) in the category of all the time, teachers need to
have highe\ Teacher Leadership scores.
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Figure 7: Item Category Curve for Item 62 (not-so-good fitting item)

Figure 7 shows that the Category O curve indicates that a person with a
Teacher Leadership score of -5.0 logits has around 0.9 probability of answering in
this category. If the Teacher Leadership score was around 1.5 logits, the probability
of answering in this category is near 0. Looking at the Category I curve, with a
Teacher Leadership score of -5.0 the probability of answe1ing in this category is
around 0.1, while a Teacher Leadership score of O corresponds with a probability of
0.8. In the Category 2 curve, a Teacher Leadership score of around -2.0 corre3ponds
with a probability ofO for answering in this category, while a Teacher Leadership
score of around +5.0 corresponds with a probability of around 0.95.
Examining the wording of items may indicate, in some instances, possible
reasons for disordered thresholds or uneven distribution of responses. In the case of
item 62 for example, the nature of its content provides a possible reason for teachers
responding contrary to the model. It is possible that many teachers are willing to be
involved in extra curricular activities, maybe in part through it being an expectation
within the school. However, in the ideal mode, some teachers who have a high
Teacher Leadership score may wish they did not need to be so involved in extra
curricula activities at school. They may believe that ideally, they should be spending
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more time with their family or meeting other commitments outside school. For this
reason, they may respond in a lower category or some of the time rather than the
expected all of the time. Similarly, the reverse may be true for some teachers with
low Teacher Leadership scores who may have fewer commitments, and ideally,
would like to be involved in extra curricular activities at school all of/he time.
An example or an item that has a 'medium' fit to the model is illustrated in
Figure 8 of Item 74 / take a leadership role in the wider education community (ideal
mode).
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Figure 8: Item Category Curve for Item 74 (reasonable-fitting item)

Item 74 is among the 'hardest' items on the scale with a location of +2.02.
Examining the Probability Category Curve for item 74 reveals that for a Teacher
Leadership score of around -3.0, there is a probability of 0.98 of answering in the O
category, while a Teacher Leadership score of around +4.0 corresponds with the
probability of 0. The Category I curve indicates that for a person with a Teacher
Leadership score of around-3.0 there is a probability of around O they would
respond in this category, while a Teacher Leadership score of around +2.0 carries the
probability of around 0.7 to respond in this category. The Category 2 curve indicates
that for a Teacher Leadership score of around O there is a probability of O responding
in this category, while for a Teacher Leadership score of around +6.0 there is a
probability of around 0.9 responding in this category.
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The thresholds are ordered for this item with teachers needing increasingly
higher Teacher Leadership scores to respond positively in the higher category. The
category curves are also distJibutcd evenly indicating teachers generally responded
as expected. However, for perrectly distributed curves, the model would expect that
for a teacher leadership score of around +2.0 the probability would be higher than 0.7
to answer in category one. An example of teachers not answering as expected can be
illustrated by looking at the Teacher Leadership score and responses of one person.
The teacher with person identity 140 has a Teacher Leadership score of +5.337
which is the third highest of the sample. Looking at the category curve for item 74
indicates that for a Teacher Leadership score this high, the probabiiity of answering
in category O is 0, while the probability of answering in category 1 is around 0.1.
However, for a Teacher Leadership score of +5.34, the probability of answering in
category 2 rises to around 0.9. This means that person 140 would be expected to
answer in category 2 for item 74. That is, person 140 would be expected to respond
that they would like to take a leadership role in the wider community, all the time, or
nearly all the time. However, examination of the response of teacher 140 to item 74

reveals a response in category 0. That is, this teacher with a high leadership score
would ideally like to take a leadership role in the wider community none, or almost
none of the time.

While the Rasch measurement model would expect a teacher with such a
leadership score to answer in the category 2, other factors may influence a teacher's
perception of leadership roles. For example, a teacher with a high leadership score
may answer in the correspondingly high categories for most of the other items but
would ideally not want to be involved in leadership in the wider community,
believing this role would take time and commitment away from his or her own
family or other interests. Indeed, person 108 proffered justification for wanting
reduced leadership responsibilities in section C of the questionnaire with the
statement:
This year I have been in rt position of wanting less responsibility as a
leader ... Things can become an avalanche of extra responsibilities that
actually take one's focus and energy away from the children (108:d).
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General meaning of Teacher Leadership
The single predominant variable of Teacher Leadership for early childhood
educators has been conceptualised from a mulli-aspcct moc.lcl comprising 92 items
(38 real and 54 ideal mode) that have been deemed to fit the model, using the
RUMM 2010 program. These 92 items arc grouped in sub-scales or second order
aspects within three first order aspects of teacher leadership, namely General
Leadership, Communication and Influence (refer Figure 2). These three first order
aspects arc comprised of four, two and two sub-scales (second order aspects)
respectively, which in tum are comprised of between eight and seventeen items that

fit the measurement model (see Appendix B). The mean 'difficultie~.,' of items that
fit the model for each sub-scale are shown in Table 7.2 and ordered from 'easiest' to
'hardest'. A more detailed explanation of the sub-scales follows.
Table 7.2
Mean item 'difficulty' by sub-scale from 'easiest' to 'hardest'.

Teacher Leadership Sub-scale

Mean score (Ideal /Real mode)

Program Leadership

-1.882

Ideal mode

Self-Leadership

-1.663

Ideal mode

Communication from me

-1.493

Ideal mode

Classroom Leadership

-1.368

Ideal mode

School Leadership

-1.190

Ideal mode

My influence on the School

-0.492

Ideal mode

Self-Leadership

-0.027

Real mode

Communications to me

+0.172

Ideal mode

My Influence on the Principal

+0.643

Ideal mode

Program Leadership

+0.918

Real mode

Communications from me

+1.004

Real mode

School Leadership

+1.024

Real mode

Classroom Leadership

+1.216

Real mode

My Influence on the School

+ 1.756

Real mode

My Influence on the Principal

+2.347

Real mode

Communications to me

+3.061

Real mode

( 'easiest')

('hardest')
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Notes on Table 7.2.
1. The scores are the mean of the item 'difficulties' in logits for the items that fit the
model and belong to the sub-group indicated.
2. Negative values indicate the means arc low on the scale (or 'easier'). Positive
values indicutc that the means are high on the scale (or 'harder').
3. According to individual item values (see Appendix 8), each ideal sub-scale mean
is 'easier' than its corresponding real sub-scale mean, and except for one case,
the ideal sub-scale means arc 'easier' than the real sub-scale means.
For the purpose of describing the scale and interpreting general meaning, an
arbitrary scale was determined with cut off points relating to corresponding
descriptive terms from 'very easy' to 'very hard'. More specifically, the descriptors
and cut off points are detailed in Figure 9.

+2.0

0

-3.0

'difficulty'

Very hard

Hard

Easy

Very easy

+7.0

+4.0

Figure 9: Arbitrary boundaries for descriptive terms.

General Leadership
The first aspect of Teacher Leadership, General leadership, has four subscales. The first of these sub-scales is Classroom Leadership which has eight items
(2 real and 6 ideal) that fit the model. The 'difficulties' of these eight items range
from-2.190 to+ 1.581 logits (see Appendix B). Figure 10 below plots the eight
items from the Classroom Leadership sub-scale on a continuum showing the item
'difficulty' or order of items from 'easy' to 'hard'.

Item

'Difficulty'

2

4

-2.19

-2.06

10

-1.60

12

-1.42

14

-0.89

6

9

13

-0.04

+0.85

+1.58

Figure 10: Item 'difficulties' for sub-scale Classroom Leadership.
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Figure 10 shows the 'difficulties' for items 2, 4, 10, 12, 14, 6, 9 and 13, the
items fro111 thc suh-scale

or Classroom Leadership 1hat fitted the measurement

model. It l'<lll he seen from the order of 'difficulty' that in general, tead1ers found
items 2 and 4 ·very easy'. with items J 0. 12,

(1

an<l 9 hccomlng progressively

'harder' and item IJ being the 'hardest' of the eight items for teachers to answer
positively. Using the c:ut off points <l1splayed in Figure 9, the difficully of the items
can be desc:rihed in the following terms. Items 2, 4, 6, 10, 12 and 14 arc 'very easy'
and items 9 an<l 13 arc ·easy'. Correspondingly, as the i1ems become 'harder',
teachers need

;,i

higher score of Teacher Leadership in order to answer the items

positively.
Looking at more detailed meaning within the sub-scale, in a real (flow I amJ
self-,·iew of Classroom Leadership. teachers found it ·easy' to say that they convey
clear role responsibilities to other staff (item 9J. They found it 'harder· but still
·easy' to say that they take a leadership role (item 13). In ,m ideal (flow I \\·oufd like
to be) self-view of Classroom Leadership. te:.ichers found it ·,·cry easy' to say that

they would like to handle a classroom crisis well (ilem 2): set clear standards (item
4): and to say that they would like

10

convey clear role rcspons1bilnics to other staff

(item 10). They also found 11 ·,·cry easy· to say they would like to mou,·atc and
inspire staff to do their best (item 12): be willing to take calculated risks 111cm 6J:
and to take a leadership role (i1cm J,t). A~ conceptualised from the outset. each of
these ideal items is 'easier· than the corresponding real 11enb.
The second sub-scale of Self-Lcadersl11p has 11 Jtems (4 real and 7 ideal) that
fit the model. The 'difficulties' of these Hems range from -1.83 to +0.-19 logits. In a

How I am real view of Self-Leadership. teachers found

It

·very easy' to say that they

set clear goals and that they achie\'C what they set out to achieve. They found it
'easy' to say they arc proactive rather than reacti,·e (initiating rather than
responding), and 'easy' to say they were an optimistic person. In a /low I 1nmfd like
to be ideal self-vie,\, teachers found it 'very c<1sy· to say that they would like to swnd

up for what they believe in: achieve what they set out to achieve: know their own
strengths and weaknesses: .ind In ~1e a confident, assertive. and oplimistic person.
Each of lhese ideal items is 'easier' than the real items.
The third sub-scale Program Leadership has 13 items (4 real and 9 ideal) that
fit the model. The 'difficulties' of these items range from-2.29 to+ 1.84 logits. In
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a real self-view of Program Leadership, teachers found it 'very easy' to say they arc
proud of their achievements at school; 'easy' to say they arc sure of themselves at
school: and 'easy' to say they feel involvc<l in school life an<l that they arc satisfic<l
w:th their record keeping. In an ideal self-view, teachers found it 'very easy' to say
they would like to feel good ahout the work they do at school and to he viewed as an
equal he colleagues of their own sc:<. They found it 'very easy' to say they would
like to be proud of their achievements at school, to feel involved in school life, and lo
be satisfied with their record keeping. They also found it 'very easy' lo say they
\vould like to have good rnppm1 v·ith the early childhood and other staff, lo he sure
of themselves at school, and to be viewed as an equal by colleagues of the opposite
sex. Each of these ideal items Is 'easier' than the real items.
The founh sub-scale School Leadership has 12 items (3 real and 9 ideal) that
fit the model. The 'difficulties' of these items range from -2.19 to+ 3.36 logits. In
a real self-view of School Leadership. teachers found it 'hard' to say that they take a
leadership role in the wider community, 'easy' to say they initiate their own
professional development. and 'very easy' to say they look for ways to improve their
teaching practice. In an ideal self-view. 1eachers found ii '\·cry easy· to say that they
would like to implement a developmentally appropriate program. to reflect on their
own teaching practice. and to advocate for early childhood teach mg philosophy.
They found it ·very easy' to say they would like to imtiate their own profcss1onal
development, look for ways to improve their teaching practice. feel m control of
what happens in their classroom. and lo keep up to date w11h the latest developments
in early childhood education. Teachers found it 'very easy'

IO

say they would like to

be willing to be involved in extra curricula activities, but 'hard' to say they would
like to take a leadership role in the wider community. With the exception of teachers
finding it 'hard' to say they take a leadership role in the wider community in both the
real and ideal mode. each of the ideal items in this sub-scale is 'easier' than the real
items.

Communicalions
The second aspect of Teacher Leadership, Co111111unicatio11, has two subscales. The first of these sub-scales is From me to parents /teachers /principal which

has 17 items (9 real and 8 ideal) that fit the model. The 'difficulties' of these items
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rnngc from -2.19 to +2.22 logits. In a real self-view of communication from me,
teachers foun<l it 'very easy' to say they arc confident to explain to children's parents
about the early chil<lhou<l way of teaching. and 'easy' to say they arc confident lo

explain it to prirn:ipal and other school staff. Teachers found it 'easy' to say they

communicate cllcdivcly with the principal, and thUL they have grn.1<l communicalion
skills. Tc:.1t.:hcrs also found it 'easy' to say that they could argue their point of view

strongly with the principal, children's parents, and other school staff hut they found it
'hard' to say they arc a confident puhlic speaker about early childhood education. In
an ideal self-view of communications from me, 1cachcrs found it 'very easy' to say
they would like to be a confident public speaker about early childhood education,
and to be able to argue their point of view strongly with children's parents and other
school staff. They found it 'very easy' to say they would like to be able to
communicate effectively with the principal. and 'very easy' to say they would like to
have good communication skills, and to be confident to explain about the early
childhood way of teaching to children's parents, the principal. and other school stafL
Each of the ideal items in this sub-scale is 'easier' than the corresponding real items.
The second sub-scale of Communication, From parents /teachers /principal to

me has 13 items (7 real and 6 ideal) that fit the model. The 'difficulties' of these
items range from -1.27 to+ 4.42 logits. In a real self-view of Communications to
me, teachers found it 'easy· to say they arc praised for particular projects hy
children's parenls but 'hard· to say that they arc praised for particular projects. or
given positive feedback for their program by other teachers. Teachers found it 'hard·
to say that they arc asked questions about their philosophy by children's parents and
'very hard' to say they arc asked questions about their philosophy by other tcuchers
and their principal. Teachers found it 'hard' to say 1hat the preprimary staff look to
them for leadership. In an ideal sdf-view of Communication from me. teachers
foi..nd it 'very easy' to say that they would like to be given positive feedback on their
program by children's parents and other teachers, and 'very easy· to say they would
like to be praised for particular projects by other teachers. Teachers found it 'easy'
to say they would like lo be praised for particular projects by the principal, and
'easy' to say they like to be asked questions about their philosophy hy their principal
and other teachers. For the four stem-items that have a corresponding real and ideal
mode, each of the ideal items is 'easier· than the corresponding real items. The
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remaining two ideal items arc also 'easier' th<m each of the real items for this suhscalc.

Influence
The third aspect of Teacher Leadership, !11Jl11e11ce, has two sub-scales. The
first of these sub-scales is My influence on the school which has nine items (4 real
and 5 ideal). The 'difficulties' of these items range from -1.62 to+ 2.12 logits. In a
real self-view of My Influence on the School, teachers found it 'easy' to say that they
push for prcprimary staff to share equal status with primary staff in their school, and
'easy' to say they encourage others to do things consistent with their early childhood
philosophy. They found it 'hard' to say that they try to change school policy if it
conflicted ,vith their phi\os,iph~ nnd that they make sure they arc included in school
decision making. In an ideal self-view, the items were 'etlsicr' than their
corresponding real mode. Teachers found it 'very easy' to say they would like to
feel comfortable in the school staff room, feel a valued member of school staff and to
push for preprimary staff to share equal status with primary staff. Teachers found it
'ei.lsy' to say they would like to encourage others to do things consistent with their
philosophy, and to try to change school policy if it conflicted with their philosophy.
The second sub-scale of Teacher Leadership. My innucncc un the Principal.
has nine items (5 real and 4 ideal) lhat fit the model. The 'difficulues' of these nems
range from -1.62 to+ 3.04 logits. In a real self-view of My In!lucncc on the
Principal, teachers found it 'hard' to say that they encourage the prim:1pal to support
their earl:-' childhood philosophy and 'hard' to say that they tell the principal about
their early childhood philosophy, or try to help the principal acquire more knowledge
about early childhood education. Teachers found it 'easy' lo say they encourage the
principal to be involved in what happens in their classroom and that they try to
change the principal 's attitude if it conflicts with their own. In an ideal mode,
teachers found it 'easy' to say they would like to tell the principal of their early
childhood philosophy and to try to change their principal's attitude if it conflicted
with their own. They found it 'ea-;y' to say they would like to encourage the
principal to be involved in what happens in their classroom, and 'easy' to say they
would like to try to help the principal acquire more knowledge about early childhood
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education. In an ideal self-view of influence on lhc principal, items were again
'c~1sicr' than in the real mode.

Summary
A Rasch measurement model wa.s used to crcale a Scale of E.irly Childhood
Teacher Leadership compri .... ed of 92 items (38 real anc.1 54 corresponding ic.leal).
Each of the 92 items that fit the model arc linked logcther on a scale along with
teacher leadership measures to form a valic.l and reliahle scale based on a multi-aspect
model of Early Childhood Teachrr Leadership. The teachers in this study found it
'very easy' to say that they woulc.l likc to have high ideal self-views for most aspects
of leadership (General Leadership, Communication and Infiuence) and 'harder' to
say they held high real self-views. Where both the real and corresponding ideal
items fitted the model, the ideal items were 'easier' than the real items.

Discussion and implications
The analysis shows that, where both the real and corresponding ideal items fit
the model, early childhood teachers found it easier to hold higher ideal views than to
hold high real views. This indicates that while early childhood teachers may
recognise the importance of leadership skills. indicated by their desire to ha\'C higher
views in the ideal aspect, they appear to experience difficulty m putting them

into

practice. This finding of teachers experiencing difficulty is consistent with research
discussed in the literature review (Chapter Two) where it was reported that numerous
factors can influence or impede teachers' abilities to enact leadership across school
settings. An investigation of specific factors that help or hinder early chi \dhood
teachers to enact leadership in the form of articulating and communicating their
philosophy, is explained in Chapters eight to eleven and in phase two of the study.
It has already been suggested that il is important for early childhood teachers
to exercise leadership in the fonn of articulating and communicating their philosophy
to ensure they maintain appropriate practice. Due to educational reforms in
Australia, many early childhood teachers arc working in school :,;cttings where their
primary trained colleagues and school administrators have little understanding or
experience in early childhood education. In order to enact leadership in this context,
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early childhood teachers need to lie willing to communicate their philosophy and
programming methods hnth l"orm.'.llly .:md informally to their principal, other teachers
and the l'hildren 's parents. Communit::1ting early chi ldhrn1d phi losc1phy in this
context mvolves hcing willing to collahoratc with others and share ideas, heing V()(;al
al staff meetings, an<l seizing every opportunity tci help others understand or learn
more about early childhornJ education. 1lowcver, the hndings of the present study
indicate that for most of these aspects of Jcadcrship (for example, I make sure I am

inclmh•d i11 school decision 111aki11,-:; I would try to chlll1Ke .\'c/100/ policy (f'it crmjlicls
ll'ith my philosophy: I try to lw/{J my principal acqllire more knmvled!{e ahout ,,arly
childhood t'd11cation: I am nmjidem ro explain to [others/ about the l'llrly cl,ilcllwml
way of reaching). the teachers reported they find these ro\cs more difficult to enact.
Similarly, the present findings also indicate that teachers find it difficult to
take a leadership role outside the classroom and to speak publicly about the early
childhood way of teaching. The role of teacher leadership demands going beyond
the classroom (Fullan, 1996; Fu\Jan & Hargreaves. 1992; Sarason. 1995; Wasley.
199 L) and. in the context of the present study, it is important to communicate early

childhcod philosophy and appropriate programs beyond the classnmm so that others
may learn more about early childhood education. Teachers rcp(lncJ that they find it
'hard' to say they tell the principal ahou1. their early childhood phllosophy or that
they would try and change the principal's attitude about early chi\dhooJ cducallon if
it conflicted with their own. It may be inferred that if teachers arc c\pcriem:mg
difficulties in these areas then they would also find it difficult to adn)1..:.:1tc for
appropriate curriculum and pedagogy in early childhood programs. ll seems that
supporting frameworks that help teachers develop the leadership skills they need
have not accompanied reform in schools.
The findings indicate that in the aspect of self-leadership, teachers found the
items to be 'very easy' or 'easy'. In the real aspect. two items of self-leadership
were 'very easy' - I .~et clear goul.\·, and I acJ,i£,1•e what I Sl'f ow to achil'l'e. Given
that teachers find these items 'very easy' but find other aspects of leadership such :1s

I tell the principal ofmy early (hildlwod philosophy and I am a cmifldc,it puhlic
speaker ahow early chilcllwocl t'clurntion, 'hard', a discrepancy is posed. Early
childhood teachers in this study indicate they find it 'very easy' to set clear goals and
achieve what they set out lo achieve. By the same token, research has indicated that,
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to date. early childhood teachers have failed to communicate their philosophy to
others (C..1ssidy & Lawrence, 2000; David, 199~; Ehhcck. 1990; McLean ct al., 1992:
Stonehouse. )994). Given that teachers in this study reported that they generally
achieve what they set out to ad1icve. the question arises as to whether early
childhood teachers have consciously set the goal or sci out to achieve communicating
their philosophy to others.
For over a decade. researchers have emphasised the need for tew.:hers to he
provided with opportunities to develop leadership skills hoth m the undergraduate
and graduate levels (Bloom & Sheerer, 1992: Fullan, 199-L Hargreaves, 1997; Rodd,
1987: \Vasley. 1991 ). However. to date, it seems linlc progress has hccn made in
this area. with teachers in the present study reporting that they would like stronger
leadership skills. In addition. teachers in this study find II hard to say they would
like to enact leadership in particular areas. For exampic:, they find it 'hard' to say
they would like to take a leadership role outside their classroom. Failure to enact
leadership beyond their classroom may be due to teachers lacking confidence in this
area (Chemers & Watson. 2000), and feeling 'territorial' or 'defensive' (\ValkerDuff, 1997). It may also be due to teachers not perceiving themselves as leaders
(Kolb, 1999: Stone. Horejs. & Lo'TlaS, 1997 ). or not viewing advocacy

;is

a part of

their role, or a lack of success in this area, leading to a feeling of 'detachment· or
withdrawal (Duke. 1994). Given that findings from thls study 111d1catc tc:l'.·hcrs find
it more difficult than they would like. to enact leadership in articulatmg and
communicating early childhood philosophy and pedagogy, there

1s

a need to find out

what teachers believe hinder them in fulfjlling 1his role and what they hc\ieve \\ ould
help them develop the skills to fulfill this role. These questions arc addressed. in
part, in the next four chapters through analysis of the open-ended questions from the
questionnaire. They arc also addressed in the course of the follow-up interviews in
phase two of the study.

Improvements to the Model or Early Childhood Teacher Leadership
The Early Childhood Teacher Leadership model needs further testing and
refinement. Given that there were too many 'easy' items in the scale and too few
'harder' items to match the higher Teacher Leadership scores, subsequent versions of

106

lhc scale of Teacher Leadership would ncc<l to include more 'harder' items to target
these higher scores. Inclusion of further 'harder' items would improve the model.
Similarly. the number of items that did not fit the model was a cause for

rctlcction. It m;.1y he tlrnt improved wording of some itcms may rcsull in a fit to
future models. or it may he ncccs ·1ry to in<.:ludc additional or different aspects of
teacher leadership. It has been suggested that one issue that may have some hearing
on the direction of future models of teacher leadership is that there needs to be a
clearer distinction between 'good teaching' and leadership (Waugh, Boyd & Corrie,
2001). It may be that a number of items in the existing model incorporate good

teaching in the classroom rather than teaching as leadership beyond the classroom.
However, it should be noted that others have included the clement of good te.iching
in the classroom within the role of teacher leadership and highlighted it as being a
prerequisite to communicating good or best practice to others (Good & Brophy,
1991: Wasley, 1991). Further, others have supported the notion that everyday tasks
are discourses of leadership (Silva. Gimbert & Nolan, 2000; Waniganayake,
Nienhuys, Kapsalakis & Morda, 1998) and that leadership involves both "day to day
tasks and those tasks that have their focus in the future" (Nivala. 1998, p. 59).
It is also possible to expand the existing model beyond ideal and real \'icws to
incorporate a capability view with the expectation of being ordered from low (real
self-views), to medium (capability self-views). to high (ideal sclf-\·1cws). Each stcmitem could be reworded to renect a series of ordered Guttman patterns. For example.
in Self-leadership, the stem-ill!m I knoll' my own weaknesses could be expanded to
include: I) I know my own weaknesses; 2) I could overcome my own weaknesses if!
wanted to; and 3) I work at overcoming my own weaknesses. These series of items
are expected to be ordered from 'easy' (I). to 'medium· (2) to 'hard' (3). An
example of this type of model, and its testing. is provided in Waugh (2001c).
There is a need to test this model in other counllics. Early childhood
practitioners in other countries will be immersed in different contexts and cultures
and their perceptions of leadership may vary. Hujala ( 1998, p. 30) highlighted the
need for measurement instruments and scales to be tested across cultures. saying they
need to be "validated separately in each cullure". Testing the instrument in different
cultures will glean data that provides insight into links between early childhood
teachers' perceptions of leadership and contexts or cultural settings.
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Summary
This chapter has dcscrihed the process of data analysis for the model of Early
Childhood T cacher Leadership and presented the results with an explanation of the
92 item scale. The major findings from this chapter arise from the 92 item scale
which has JS re.al items and 54 ideal items that fit the model of Early Childhood
Teacher Leadership. It was found that the ideal aspect of leadership in the area<; of
General Leadership. Communication and Influence, makes a larger contribution to
the scale. Thus teachers reached a greater consensus, ideally. on the 'difficulties' of
various aspects of leadership. As conceptualised ff<Jm the outset, it wus also found
that, in general. teachers found it 'easier' to respond positively to the ideal items than
the real items. The area~ in which teachers found it 'harder' to respond positively
were in Communications from the principal, children's parents, and other teachers to
me; My innuence on the principal: and My innuence on the school. Within these
aspects of leadership, the early ch; Jdhood teachers reported they find it 'hard' or
'very hard' to say they are given positive feedback on their program or asked
questions about their philosophy by others. In addition. they find it 'hard' to say that
they are able to influence school processes such as decision-making. or influence the
principal and other staff in the school. with regard to early childhood education.
Given that teachers perceive these aspects of leadership as the more difficult to enact,
one may infer that they will also experience difficulty in advocating successfully. for

early childhood philosophy.
The major implication arising from the analysis is that while early childhood
teachers would like to have higher ideal views for the various aspects of leadership.
they appear to experience difficulty in putting them into practice. Consequently.
there is a need to find out what factors help or hinder early childhood teachers in
enacting these leadership skills. The next chapter investigates these issues.
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CHAPTER EIGHT

DATA ANALYSIS: SECTION C (PART A)

This chapter begins wilh a description of the process undertaken to anal ysc
data from Section C of the questionnaire which was comprised of four parts
consisting of open-ended questions that sought further infonnation about each
respondent's experiences and views with regard to leadership in early childhood
education. This section of the questionnaire is presented in four parts, comprising
four chapters. Part A of Section C (Chapter 8) identifies factors that early childhood
teachers reported help them to explain their philosophy to the principal, children's

parents and other teachers in the school. Part B of Section C (Chapter 9) identifies
factors that early childhood teachers reported hindered their explanations of their
philosophy to the principal, children's parents and other teachers in the school. Part
C of Section C (Chapter IO) sought to identify strategics that early childhood
teachers reported they used to communicate their philosophy to others. Part D of
Section C (Chapter i ! ) examined further comments and \'iews that respondents had
on leadership with regard to communicating their early childhood philosophy.
Following a description of the process of analysis, the findings arc presented for each
section. Together, these four chapters further address research questions one, two
and three, outlined in Chapter One. That is, how do early childhood teachers
conceptualise their role with regard to leadership; what factors do they report
enhance or constrain their leadership abilities; and what strategies do they use to
explain their philosophy to the principal, children's parents and other teachers in the
school?

Process of analysis
Of the 272 questionnaires returned, 24 (nine percent) did not provide any
responses for the open-ended questions in section C of the questionnaire. A
qualitative process infonned by Miles and Huberman ( 1994) and Strauss and Corbin
(1990) was followed for the analysis or the open-ended questions. Each question or
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more specifically, each part of the question, was unalyseU separately for its content.
For ex.ample, the first question Factors that l,dp me to ,·rp/ai11 the early childhood
way oftt•achi11g

fO

rht•folloll'inx pc•ople ... was analysed in three parts. Thal is,

factors that helped explain early childhomJ teaching to the principal as part one, tc,
children's parents as pa11 two, and to other teachers as part three.
For each qucst1un, the rcsponsL. were read a number of times lo gain an
understanding of general themes and to identify possible codes or headings to
represent the primary data. This task nf initial data analysis began the process of
data reduction by establishing categones or 'clusters' as referred to hy Miles and
Hubennan (199-l-). A start list wa..; devised whereby code!> representing short
headings were assigned to response:, and the respondent number was entered into a
display grid fonned by the cluster headings. Varying numbers of cluster start lists
were created for each question. However, during this initial analysis process some
clusters were changed and, in all cases, the number of cluster headings was increased
as analysis progressed. For example, in the analysis of the first question, a start list
of 19 cluster headings had been devised for factors that helped explain early
childhood teaching to the principal. Throughout the process of coding and assigning
responses to cluster headings, it was found that additional clusters were needed. and
by the end of the process, the number of clusters used for this question had increased
from 19 to 30 headings. In some instances, new cluster headings were added. hut in
others, it was considered necessary to split an existing heading that was deemed too
broad into two or more related headings. as during the process. clusters within
clusters became evident. For otht.r questions, less additional cluster headings were
necessary. For example, analysis for part three of the second question resulted in 16
cluster headings, 13 of which had been established at the outset with only three
categories added during the process of analysis.
The number of codes assigned to responses varied. Some responses were
assigned a single code such as in the case of the response "lack of interest" while
others were assigned several. For example. the response of person 190 to question b,
part three ( 190:b.3 ):
Teachers with the mentality that ECE is 'play' who don't interact al
all with junior teachers or who choose to remain ignorant of early
childhood practice.

I IO
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This response was assigned three codes, I) lack of value /importance placed
on ECE, 2) attitude, and 3) 1.ick of undcrstamling of ECE. In instances where
examples of responses arc cited under cluster headings later in the chapter, the whole
response is most often im:luc.lcd, rather than just the section hearing the relevant code.
A belief was held that, in many inslam..:cs, the reader could obtain more meaning
when the relevant text was prc~cntcd cmhcddcd in its original contcxl.

During the first stage of analysis, some categories or cluster headings had as

few as one entry. If it \Vas not clearly evident that a particular response could be
included under an existing cluster, then a new heading was devised. Examples of
single entry headings for question (b) Factors that hinder explaining early childhood

teaching were 'prejudice of male teachers· ( 134:b.3) referring to respondent number

134 for question (b), part three); 'media influences' (160:b.2); and 'not part of
meeting agenda' (63:b.l). It was not intended at this point to engage in further data
reduction of reducing the number of categories hy grouping clusters together to fonn
meta-clusters (Miles & Hubennan, 1994). This was to happen at a later stage of
analysis. Beginning with more specific categories or clusters in a display grid
facilitated the process of fanning broader categories or meta-clusters at a later point
in analysis.
At the beginning stage of analysis, several dilemmas arose. In their responses
to particular questions, some respondents provided infonnation sought hy other
questions and, in such instances, a decision was made to code and record the
responses under the clusters in the questions to which they pe11aincd. In other cases,
responses overlapped enabling categorising within more than one question. For
example some respondents confused or made no distinction between 'factors' in
question (a) and 'strategies' in question (c). Some responses in question (a) could be
interpreted as strategics and conversely, some responses in question (c) could be
interpreted as factors. For example, in question (a), 20 respondents cited showing
the principal research articles or other documents relating to early childhood
education, as a factor that helped them communicate their philosophy. Hmvever, in
the researcher's view, this was more a strategy and a decision was made to include
these responses in the strategics section, question (c). Further, some responses could
be interpreted as either strategics or factors. For example, responses referring to
good communication skills were written by most teachers in terms of factors, but
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some teuchcrs referred to them as strategics (for example, 99:C.2 and 232:C.2). As
the majority of respondents referred to communication skills as a factor, a decision
was made to include the ciuster heading in question (a) only, but Lo include those
responses from question (c) strategics.
Another problem that arose during the course of analysis was that it was not
possible to ascertain the meaning of some responses with any certainty. In these
instances, responses were simply discarded. Once all responses had been assigned to
a cluster, the process of reading, and reading again, the responses within the clusters
continued. This process of comparing responses within and across clusters involved
looking for similarities or links between cluster:;. In this manner, cluster headings
were reduced as themes emerged for the inclusion of two or more clusters under the
one heading, thus forming a meta cluster (Miles & Hubeiman, 1994 ). This process
was not clear cut and involved moving clusters back and forth until end clusters were
determined. By the end of the process, most single item clusters had also been
assigned to a meta cluster.
Once the process of fanning meta clusters was complete, the number of
responses under each heading was tallied. Percentages were calculated based on the
248 returns that included responses to section C of the questionnaire. Summaries of
results of analysis of data from the open·ended questions arc presented m Tables 8.1
through to I0.3 and Figure 11. Tables 8.1, 8.2 and 8.3 (Part Ai show reported factors
that help early childhood teachers communicate their philosophy to the principal,
parents and other teachers. Tables 9.1, 9.2 and 9.3 (Part B) show factors that hinder
early childhood teachers in their attempts to communicate their philosophy to the
principal, parents and other teachers. Tables IO.I, 10.2 and 10.3 (Part C) present
stratrciies that early childhood teachers use to communicate their philosophy to the
principal, parents and other teachers in the school. A summary of analysis of results
for responses to Part D, seeking additional comments about leadership with regard to
explaining early childhood philosophy is presented in Figure 11.

Factors that help to explain the early childhood way of teaching to others.
This section presents the findings on the factors that early childhood teachers
reported helped them to communicate their philosophy to others in the school. The
reported factors arc presented from three aspects I) factors that help communicate
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philosophy to the principal, 2) factors that help communicate philosophy to
children's parents, and 3) factors that help communicate philosophy to other teachers
in the school. Each aspect is introduced by a table summary of the factors, followed
by examples of responses to facilitate an audit trail. A concluding summary is
presented at the end of each aspect, hut a discussion of the findings is not presented
until the concluding comments in Chapter Eleven, where the findings from Parts A,
8, C and D are considered together.

Factors that help communications with the principal
Teachers reported eight clusters of factors that help them communicate their
philosophy to the principal and these are summarised in Table 8. l.
Table 8.1
Factors that help communications with the principal

Number of
teachers

Percentage

I. My confidence /belief in philosophy /training

54

22%

2. Principal interest /support

47

19%

3. Principal knowledge /understanding

42

17%

4. Principal involvement /visits to centre

36

15%

5. Principal personality /leadership style

31

13%

6. Time - both setting time aside for regular contact

21

7. Support from others

17

8. Open communication /good relations

7

Factor

Notes on tables for this chapter

I

I

8%

7%
3%

\

1. The source of infonnation in the tables of this chapter is the resp~ses to Section
C (Part A) of the questionnaire. Of the 272 questionnaires retumed, 248
contained responses to Section C, thus percentages arc calculated based on IL=
248.

'
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I
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Each table may cont.lin a IOlal thal cxcccds or falls shor1 of n = 248 or I00 % for
two reasons. The first reason 1s th;tt some lcat:hcn, indmlcd more than one factor
within their responses. an<l lhus were assigned to mon; than one calcgory.
result mg

Ill

the total mtmhcr of teachers hem~ greater th.in 24B. Tht second

reason is that S(;mc teachers did not respond lo pan1cular qucst1om,, or the
meaning of their response was
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dear. wlrn:h resulted in the total numhcr of

1c;.1chcrs being less than 2-t8.

-------------------The factor identified most frequently hy early childhood teachers (54, 22
percent) that helped them communicate their philosophy to the principal \',.'as their

own confidence in their knowledge and beliefs. Examples of comments included:

My absolute belief in the way I teach young children (62:a. I)
My years of experience and my qualifications ( 11 I :a. I)
My up to date study at uni (250:a. l)
The second most frequently identified factor (47. 19 percent) \\'as that interest
and support from the principal helped early childhood teachers communicate their
philosophy. Typical of the comments were:
Having an interes1ed listener. one who wants to know ahout \~hat is
going on (29:a. I).
A principal who is acti\·ely listening and recognises the fundamental
importance of ECE philosophy and practice and is not simply paying

me lip service (58:a_ l ).
He's fairly open minded and listens

10

concerns I have and is also

supportive (265:a. l ).
He accepts [preprimary teachers] as professionals and values our
decisions etc (234:a. I).
Also included under this cluster heading was the response from one teacher
who believed her principal was young and keen to impress his superiors and
therefore, showed some interest i11 the preprimary area (165:a. l ). Included also were
responses from three other teachers that related to principals" interest through asking
questions or input from the early childhood teachers. For example:
He asks my advice and opinions on ECE topics ( 121 :a. I).
He asks for my opinion on a range of school decision-making ideas

(107:a.l).
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The third most frequently identified factor (42. 17(,i;,) that helped
communicatilms was the principal's kmlwlcdgc and unJcrst;.1nding 1if c&1rly childh<1o<l
philosophy in<lir,1tc<l hy such comments such as:
The principal hclicvcs in EC'E philosophy, dcvclopmcnLal learning
,md less structured learning (41 :a. I).
He is interested in and hclicvcs in wh:.Jt we arc doing. He secs early
lc,1ming as crw:ial and the potential houndless (59:a. l ).
lnclu<lcd in this duster heading were two factors which were hclicvcd to
enhance a principa\'s understanding of early childhood philosophy. Two teachers
cited a principal who had preprimary aged children in his family (115:a.l; 244:a.l I
and another made mention of a principal whose <luughter, ·as completing early
childhood education training (252:a. I).
The fourth factor that helped communication of early childhood philosophy
to the principal was the principal being involved in early childhood activities and
visiting the centre (36. 15 percent). For example:
The principal coming into the room and being part of the program and
me showing the principal what I am doing (37:a.l).
Principals who are willing to come into class and spend time lhcrc and
get down to the child's level (55:a.l ).
Try to get him to visit /sp·~ak lO become involved in the program and
children. See and hear what is happening. He is rarely seen in the
preprimary (224:a. l)
The principal' s personality and leadership style was identified as a fifth (31.
13 percent) factor that could help communications. Typical comments were:
Principal is a good listener and allows staff to use own professional
judgement ( 131 :a. l ).
Principal is very approachable (147:a.1 ).
The principal is always positive about what I do and encourages me in
lots of ways (258:a. l ).
Another factor th:1t helped communications was highlighted with a simple response:
[The principal] is a woman' (198:a.1).
Making time available for regular contact between the p1incipal and
preprimary teacher was identified by some teachers as a sixth factor in helping to
communicate their philosophy (21, 8%). Typical comments were:
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Frequent and regular discussions with principal ( I :a. I).
!The principal I always makes time to talk 06:a. l ).
Open donr .ipproach hy print.:ipal

~

availahi lity ( 164:a. I).

A sevclllh factor which helped some 1cachcrs communicate their philosophy
10 principals was support from others ( 17, 7 pcrccnl). Ten teachers drew support
from their peers in early childhood education with such comments as:
Working cooperatively with other preprimary teachers in the school
(78:a.J ).
Discussions with other prcprimary teachers ( J65:a. l ).
Having other preprimary teachers around to back you up ( 185:a. I).
Four teachers iden1ified help from others in the form of principals attending
early childhood oriented workshops or professional development. For example:
[Principal and early childhood teacher] going to a talk by ECE
'experts' together (5:a. I).
Joint principal /ECE teacher workshops where ECE is a focus and
there is an ECE presenter (204:a. J).
Two other sources of help from others were identified with one teacher citing
parent pressure serving as a back up (68:a. l) and another two citing support from
district office (169:a. l: 170:a. l ).
An eighth factor identified by some teachers was that open communications
and good relations between the principal and preprimary teacher helped them
communicate their philosophy (7. 3 percent). For example:
Warm open door policy whi(;h encourages easy interaction - principal
friendly and good listener ( 191 :a. I).
Within this cluster heading. ti':rce teachers highlighted their own contribution
to good relations with the principal. For example:
Being assertive but willing to compromise - see other point of view
especially !he whole school (138:a.l).
Be positive and enthusiastic about what you arc doing ( 118:a. I).
In summary, the factor cited most frequently that helps early childhood
teachers communicate their philosophy and pedagogy tv principals, is their own
confidence and belief in their philosophy and training. However, the majority of
factors cited overall by teachers pertain to attributes of the principal. The principals'
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interest and support; knowledge and understanding; involvement
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prcprimary

activities; and their personality or leadership style were the sccomJ through to fiflh
most common factor, t:itctl hy early childhood teachers. Hence, while ll::achcrs' own
confidence was the mos! nmunon faclOr 11.icntificd, the pw1111vc attributes of the

principal also had considcrahlc mflucm;c on the <lcgrcc of case with which teachers

felt ahlc to communicate their pedagogy and philosophy.

Factors that help communications with parcnt'i
Teachers reported four dusters of factors summarised in Table 8.2 that help
them communicate their philosophy to children's parents.

Table 8.2
Factors that help communications with parents

Number of
teachers

Percentage

I. Parent contact opportunity

120

48%

2. Parent understanding /interest

59

24%

3. My confidence experience /training

40

l 6'7c

4. My good communication skills /rapport

23

9%

Factor

The factor cited most frequently that helped early childhood teachers
communicate their pedagogy and philosophy to parents was the opportunities for
parent contact within the early childhood program. Of the 120 responses, 92 teachers
cited the parent roster system with parents electing to participate in the program as a
good opportunity to communicate their pedagogy and philosophy. Another 28
teachers cited the opportunity provided for daily contact with infoIT11al conversations
as parents drop off or collect their children. Examples of comments were:
Having [parents] in the class so they can actually experience what is
happening - using this to explain/elaborate on ideas/philosophies
(8:a.2).
I 'chat' often to fmm a rapport and often talk about the value of ECE
(79:a.2)
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Parents who arc interested and spend time at my centre rather than
just drop children off and run (191 :a.2).
The second most frequently identified factor was parent understanding or
interest (59, 24 percent). Of the 59 responses, 11 cited that parents asking questions
aided communicating the early childhood philosophy. Examples or comments

included:
When parents show an int..:rcst /ask questions ( 13:a.2).
Supportive and interested parents make a difference (86:a.2).
Parents' ability to understand and their interest in knowing about early
childhood way of teaching 134:a.2).
Understanding parents who arc willing to listen to another view point

and try accepting the relevance of how we approach learning in early
childhood settings (114:a.2).

The third most frequently cited factor was teachers' own confidence
enhanced by their experience and training. Among the comments were:
Having a specific personal philosophy and knowing this and believing
in it - experience (18:a.2).
The absolute belief in the way I teach young children (62:a.2).
My professional knowledge (141 :a.2).

Confidence and clear concept of principles and beliefs (244:a.2).
The fourth factor identified by teachers was their own adept communication
skills which helped them develop rapport and communicate with the parents about
early childhood pedagogy and philosophy. For example:

Good communication skills. Willingness to listen to parcnt·s needs,
expectations etc. Being open and approachable (138:a.2).
Making sure [parents] feel welcome to come and talk to me anytime
(248:a.2).

Included within this cluster heading were three responses that highlighted the
factor of teachers being enthusiastic and positive helped communications with
parents and two responses of treating parents as friends and partners in their chi Id's
developmenl. For example:
Positive attitude, enthusiasm, commitment to them and their children,
passion ( 130:c.2).

I believe the parents and myself have the child's interest at heart and I
can explore this common ground as well as listen to them (268:a.2).
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In summary. the mos! frequently cited fact11r that helped early childhm,d
teachers communicate !heir pedagogy and philosophy to parents is the very nalun.! or
stmcturc of lhc program. One common feature of early childhood progr:.uns is a
d:.1ily parent roster system wherchy parents elect to p:.1rticipatc in the: program. and
another is tha1 parents or caregivers need to <le liver children to and collect children
from the centre or classroom. These clements provide opportunilics for parentteachcr contact on

a1;

informal basis, and thus opportunities for early childhood

teachers to communicate their philosophy and pedagogy to parents.
The second most frequently reported factor was the degree of parents' interest
in and understanding of early childhood education. If a parent showed interest in
their child's educational program and was able to understand aspects of early
childhood development, then it was easier for teachers to explain or communicate
their philosophy to them. The final two factors cited by teachers pertained to
themselves. Their own confidence or belief in their philosophy, supported by their
experience and training helped them communicate it to parents and their reported
adept communication skills helped teachers build rapport with and communicate
their philosophy to parents.

Factors that help communications with other teachers
Teachers reported four clusters of factors summarised in Table 8.3 that help
them communicate their philosophy to other teachers in the school.

Table 8.3
Factors that help communications with other teachers

Factor

Number of

Percentage

teachers

I. Other teachers• understanding /attitude /interest

36

15%

2. My confidence /experience /training

31

13%

3. Contact opportunities /collaborative planning

29

11%

4.

6

2%

Support from ethos/ culture of school
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The factor cited most frequently hy early diildhood teachers, that helped

communic<IIC their philosophy to other teachers in the school, was the degree of
understanding. interest and attitu<.lc of the olher leachers with regan..l to early
childhood education (36, 15 percent). Ex.amplcs of comments included:
Teachers \Vho have an open mind and teachers who arc interested in
ECE (29:a.31.
Understanding that ECE is more than just glue /paint /play (73:a.3 ).
Teachers who can understand developmental learning and appreciate
this process of progression in children at this particular age level
( 114:a.3).
Showing interest in what is happening in the preprimary classroom
(259:a.3).
The second most frequently cited factor was early childhood teachers' own
confidence supported by theirex.perience and training (31, 13 percent). Typical
comments were:

My qualifications and knowledge (92:a.l, 2 & 3).
I studied last year because I was interested in becoming an
educational leader. This has helped tremendously because it has given
me the knowledge and confidence to 'have my say· during staff
meetings, planning days etc ( 123:d)
True belief in my early childhood philosophy and a good practical
experience with children -others and my mvn. and a good teacher
training (216:a. I. 2 & 3 ).

ECE experience over the years enables me to draw on my experiences
and success when discussing ECE way of leaching (242:a. I. 2. & 3).
Within this cluster heading, was the resp:Jnse from one teacher thai the
'status' of being four-year trained boosted their confidence (148 :.!..3 ). Three other
teachers reported that their background in ptimary and secondary education helped
them communicate their philosophy to other teachers (77, 198, 265). For example:
Possibly [other teachers] will listen because I have taught most
primary grades - they respect this!! However, they don't really want
to know (198:a.3).
I feel that I get more staff respect as an ex-high school teacher than I
would get if I was a newly out early childhood teacher (265:d).
Ten other teachers believed that participating in professional development in
early childhood education either boosted their confidence in communicating their
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philosophy, or it helped to explain it to other teachers if they also attended. For
example:
PD reflects the way we teach and how primary schools should take
more of these methods on hoard ( 14.a:3).
Attending PD together [with other primary teachers) (23:a.3).
The third most frequently cited factor was the contact opponunitics with
other teachers in meetings and collahorative planning situations (29, 11 percent).
Typical comments were:
Our Preprimary /year one continuity program during term one each
year. Great time for collaboration and sharing philosophies (121 :a.3 ).
Weekly meetings with year one teachers -year one teachers not
always receptive to suggestions ( 164:a.3 ).
P-3 strategy group, collaborative meetings (173:a.3 ).
Other factors cited by six teachers (2 percent) are encompassed under the
fourth cluster heading of support from culture or ethos of the school. Inciuded in this
cluster were comment5. such as:
Relationships with staff - general ethos of the school ( 134:a.3 ).
Teachers who make you feel welcome in the staff room ( 190:a.3 ).
Encouragement and suppon from one or two key people in the school
and my CIO at district office has provided other staff with a positive
image of what I do - so I'm half way there when it comes to
explaining what I do (108:a.3).
In summary, only one of the four factors cited by early childhood teachers
pertain to themselves. It was reported that their own level of confidence suppo!1cd
by their experience and training helped them communicate their philosophy to other
teachers. The remaining three factors cited were related to other teachers in the
school and support from the system or culture of the school. That is, the altitude,
understanding and interest of other teachers towards early childhood education; the
opportunities provided within the school system for meetings or collaborative
planning with other teachers; and the ethos or culture of the school providing suppo11
helped early childhood teachers communicate their philosophy.
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CHAPTER NINE
DATA ANALYSIS: SECTION C (PART B)

Factors that hinder explaining the early childhood way of leaching to others.
This chapter presents the findings on the factors that early childhood teachers
reported hindered communicating their philosophy to others in the school and in
doing so. addresses one aspect of research question two outlined in Chapter One.
The reported factors arc presented in three parts I) factors that hinder communicating
their philosophy to the principal, 2) factors that hinder communicating their
philosophy to children's parents, and 3) factors that hinder communicating their

philosophy to other teachers in the school. As in the previous chapter (Part A) each

aspect is introduced by a table summary of the factors, followed by examples of
responses and a concluding summary. The information in the tables for this chapter
is derived from teachers' responses to Section C (Part B) of the questionnaire. As in
the previous chapter, each table may exceed or fol I short of n ;:: 248 or I 00 percent
due to the fact that some responses refer to multiple factors and some teachers did
not respond to particular questions.

Factors that hinder communications with the principal
Teachers reported nine clusters of factors that hindered them communicating
their philosophy to the principal. These arc summarised in Table 9.1. The most
frequently cited factor that hindered communicating early childhood philosophy to
the principal was the principal's lack of knowledge and understanding about early
childhood education (87, 35 percent). Typical comments were:
Lack of understanding. The feeling that ECE should be the same as
primary (l:b.l).
[Principal] academically driven. NmTow mindedness i.e. school
academic goals should apply to all children (9:b. I).
[Principal] trained and taught in upper primary. No understanding of
ECE and its importance - it is not valued (52:b. I).
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The principal being ignorant of early childhood philosophy and
unwilling to give ECE teachers a free rein (within reason) to teach in
their own style ( 190:b. l ).
Included in this cluster hc;1ding were comments from 17 teachers who cited
the principal's lack of understanding or value of early childhood education extending
to regarding them as 'mere babysitters'. For example:
Patronizing and put downs~ 'Bul you only look after them, what can
be so hard?' (23:b.l).
Being treated as a babysitter until they get to grade one and start to
learn (55:b. l ).
His arrogance and ignorance about ECE. Once he let it slip about it
being "babysitting" (139:b. l ).

Table 9.1
Factors that hinder communications with the principal

Number of
teachers

Percentage

1. Principals' lack of knowledge /understanding

87

35%

2. Lack of time /opportunity

81

33%

3. Personality /leadership style

45

18%

4. Principals' lack of interest

39

16%

5. My lack of confidence

29

12%

6. ECE lowest priority /not included in whole school

24

10%

7. Principal focus on policy

19

8%

8. Principal does not visit centre

19

8%

9. Physical isolation/ distance

9

3%

Factor

The second most frequently cited factor that hindered communications with
the principal, the lack of time or opportunity to communicate with the principal (81.
33 percent), was cited nearly equally as often as the first factor, the principals' lack
of understanding. Examples of comments were:
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(Principal! rarely on-site (33:h. I).
Limited time in the school. More focussed on primary levels - pass
prcprimary to deputy - too husy (42:h. I).
Lack of time and availahility of the principal (71 :h. I).
Finding a moment in his husy schedule to hring up some topic I need
to explain (81 :h. I).
The third factor reported hy teachers was the personality or leadership style
of the principal (45, 18 percent). For example:
Feeling like I'm talking to a brick wall or I'm being patronised mean I
tend to give up (58:b. I).
An unapproachable 'I already know all I need to know' type of
personality ( 107:b. I).
He must make all the decisions, does not tolerate a difference in
opinion to his rather ignorant one. He has called me a maverick - he
violates the ECE staff professionally- a menace! ( 139:b. J).
Autocratic, dictator style of leadership (269:b. l ).
The fourth factor cited by teachers was the principal's apparent lack of
interest in the early childhood program (39, 16 percent). Typical comments were:
[Principal's] lack of interest and not being involved in the classroom you are just part of the school numbers (55:b. I).
There is no 'space' to speak into - not interested m listening~ Too
busy with management i:,sues and EDW A stuff. Lack of education
and understanding specific to ECE. Arrogance ( 138:b. I)
[Principals] are not interested in hearing about preprimary. It's bottom
of their list and as long as we do our jobs and don't ask or disrupt
previous ways of administration things will be OK ( 135:b. l ).
Pigheadedness, lack of interest and lack of desire to understand
anything that is non-traditional 'chalk and talk' (160:b.l).
Principal not really listening to me or not that interested ( 182:b. I).

The fifth factor that hindered communication of early childhood philosophy
to the principal is teacher lack of confidence (29, 12 percent). Examples or
comments were:
My lack of confidence and how well I can communicate verbally
(13:b.2).

I feel a little intimidated about whether I know enough (25:b. I).
Getting tongue tied and nervous (31 :b. I).
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Just my own confidence. Overcoming shyness to speak out (260:b. I).
Included within this cluster heading were responses from ten teachers who
lacked confidence in their articulation skills. For example:
L~!ck of confo.Jcnce. I know how to run u quality early education
program, however, I lack the confidence in expressing my view point

(~38:b. l ).
My lack of knowledge. I can teach it but c .... not describe it in words
( 10:b. l ).
Also included under this cluster heading were three situations which teachers
reported contributed to their reduced confidence. The first of these was the lack of
further study. The respondent reported completing teacher training 21 years ago and
felt at a disadvantage not being four year trained or more up to date (3:b. I). Another
teacher lacked confidence due to being the youngest member of staff and the least
experienced of the preprimary teachers (42:b.1) and a third teacher reported that
being a temporary staff member also reduced confidence ( 111 :b. I).
The sixth factor 1eported by teachers (24, 10 percent) was early childhood
education being regarded by the principal as the lowest priority in. or not a real part
of, the primary school. For example:
Belief that preprimary is an appendage and not part of the big school

(4: b.l).
Preprimary
not
automatically
included
in
school
activities ... Preprimary not labelled a teaching area. Preprimary last to
get computer and internet technology (44:b. l ).
Principal views prcprimary children as untidy and prefers the
preprimary lo be separate as opposed to integration (53:b. l ).
It would seem that in some schools ECE is considered 'just play', not
valuable, unimportant and is left out of important events or decision
making ... a prevailing attitude of this kind, ie. having to make ECE
justify its very existence! (79:b. l ).
Belief that preprimary 'doesn't count' in the big school (205:b.l).
The fact that we in P and K arc not really considered to be in the
school and that we don't really 'teach' the children (226:b.l ).
The seventh cluster of factors was related to teachers being hindered in
communicating their philosophy by the principal having an education department
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policy focus al the expense of appropliatc programs for young children ( 19, 8

percent). For example:
!Principal! too lm:kcd in, tied down to systems driven non
ncgoliahlcs. Prcprimary wust 'fit in' to the 'big picture' of the school
as a whole! Political agendas come first! (89:h. I).
The (principal's) attitude and general lack of involvement and
understanding of the <lcvelopmcntal needs of the prcprimary child us
opposed to EDW A pc·licics. EDW A policies seem to have linlc
umicrstanding of the developmental need of a five year old child
(especially their limitations) ( 143:b. I).
He can he absent minded also he's a 'department man' and thus is
locked in bv 'the book' (265:b. I).
The principal wants to use the 'fonnula' in the most 'efficient' way

possible. Not the way necessary in the best interest of the prcprimary
children (266:b. ! ).
Over zealous in following rules /policies designed for older pupils
(269:b. I).
Reports by teachers that the principal failing to visit the prcprimary room or
centre was the eighth cluster of factors which hindered communicating early
childhood philosophy (19, 8 percent). Typical comments were:

Lack of visits into the centre ( 122:b. I).
[The principal] doesn't have time to sec my classroom in operation
(145:b.l).
[The principal not] interested in corning into the preprimary to
observe or participate in activities ( 152:b. l ).
No contact with self or class. Only time I am addressed is when there
is a problem or concern (267:b. \ ).
The ninth cluster of factors related to the physical isolation or distance of the
preprimary from the primary school (9, 3 percent). For ex.ample:
ECE is still seen as a separate part of school - physical isolation even
though on site, we are on the comer of school property. removed from
main building (148:b.l).
Lack of contact - being so far from office etc (248:b. l ).

Being off-site can be a hindrance (253:b.l ).
One other teacher reported a factor that hindered communicating early
childhood philosophy to the principal. This isolated factor emanated from a systems
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level and it was not possible to group it under an existing cluster hcadin1. The

teacher stated:
In general, the education department is not promoting the ECE
message :,;trongly enough. Other principals arc not as supporti~c of
ECE philosophy [as the present principal is I (115:h. I).
In summary, the most frequently cited factor that teachers rcp4,rtcd hinders
their communil:ating early childhood philosophy to the principal is the principal' s

lack of knowledge or understanding of early childhood education. This factor was
followed closely by the lack of time or availability within the school day to meet or

communicate with the principal about early childhood matters. Of the nine clusters
of factors reported, seven pertained to the principal, including the princ.:ipal's lack of
knowledge and understanding of early childhood education; Jack of time to
communicate with preprimary staff; personality or leadership style: lack of interest;
placing early childhood education as the lower priority in the school; Jack of visits to
the preprimary room: and inappropriate policy focus of the principal. ~nly one
factor, teachers' lack of confidence, was related to themselves and the remaining
factor pertained to the system level, whereby the preprimary rooms wery sometimes
located at some distance from the main school.

f

Factors that hinder communications with parents
Teachers reported eight clusters of factors that hindered them inf
communicating their philosophy to the principal. These are summarise~ in Table
9.2. The factor cited most frequently that hindered communicating earl~· childhood
philosophy to children's parents was the lack of parent contact or support (63, 25
percent). For example:
Attendance at ECE meetings - often the parents you wish to speak to
don't attend (29:b.2).
Only can reach some parents. Others slip by with minimum contact
(131:b.2).
Parents these days have no time to listen or read Oyers etc. They have
no time to come on parent roster or read to their child at night. We
live in a time where we arc considered to be the magic parents who
can do everything for their children. Once they arc at prcprimary they
wipe the responsibility of their support on to us - teachers can do
everything (135:b.2)
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Within this cluster were comments from 34 teachers that i<lentific<l working
parents or children transponc-<l to and from school by hus as hindrances to
communicating early d1il<lhoo<l plulosophy. F1lf example:

I have always workc<l at centres where chi!<lrcn arc husse<l to school.
No parents on roster. linlc <laily t·ontact and low parenlal involvement
make it more difficult to put my poi111 of view across (9Ci:h.1).
Not being able to access the parents hccause they work, therefore
infrequent contact with me ,me.I their child within the class (145:b.2).

Table 9.2
Factors that hinder communications with parents

Number of
teachers

Percentage

l. Lack of parent contact /support

63

25%

2. Parent lack of understanding /knowledge

54

22%

3. Lack of importance/value placed on ECE by parents

40

16%

4. Parent expectations

35

14%

5. Parent personality /attitude

25

!0%

6. My lack of confidence

19

8%

7. Lack of time - own and parents

17

7%

8. Language /cultural differences

11

4%

Factor

Six teachers also identified parent hardship or shyness as a contributing factor
to a lack of parent contact or support. For example:
Mostly lower socioeconomic areas and are busy living their lives
coping with poverty, domestic crisis, violence, Aboriginal/ESL
backgrounds - too shy to come to class /school etc (36:b.2).
Many [parents] are illiterate themselves and education isn't a high
priority. Have had bad experiences as children at school so very
reluctant to come into the classroom. Very shy in communicating with
teacher. Feel they can't contribute to children's education. Failure to
tum up to parent group meetings (4:b.2).
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The second most frequently i<lcntificd factor was some parents' lad of
understanding or knmvledge ahout early childhood education (54, 22 pcn.:cnt).
Typical comments were:
Belief heltl by some parents that preprimary is a 'school readiness'
ycar...!or the heliefl th,1t at prcprimary all the children do is play
without understanding the role of play in learning (27:b.2).
Lack of knowledge an<l appreciation of the important role ECE offers
children in the whole school years and what it involves in its entirety
(109:b.l. 2).
The third most frequently cited factor was the lack of vaiue or importance
placed on early childhood education by some parents (40, 16 percent). Among the
comments were:
Parents place less importance on preprimary than primary schooling.
Lack of understanding of how young children learn cg. hands on real
life experiences versus worksheets and pen and paper (44:b.2).
Parents do not view preprimary teachers as 'real' teachers ( I 00: b.2).
The attitude that kindy is a fonn of baby sitting - not very important
in fostering their education. School starts in grade one and anything
before that isn't that important (191:b.2).
The fourth most frequently reported factor was that parent expectations
sometimes hindered teachers in communicating early childhood philosophy (35, 14
percent). For example:
When [parents] expect ECE to produce neat fonnal work and think art
etc is not appropriate for school (l:b.2).
Parents who believe only their child is right and you only need to
worry about their one not 27 children in a class. Parents who are only
interested in academic achievement /computers (26:b.2).
Some parents expect more formal learning /teaching (l 15:b.2).
The fifth most frequently reported factor was the personality or attitude of
some parents (25, lO percent). For example:
Unresponsive parents who do not seem interested in education and
think I only baby sit! (25:b.2).
They are often disinterested. They just want to drop their kids off and
leave (155:b.2).
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Included in this cluster were nine responses that cited parents' own
cxpe1iences with sL:hool that may contribute to their having u particular allitudc
towards their chi Id's education. For example:
[Lack ofJ openness. Especially if parents have had unhappy
experiences with school or feel threatened hy the school environment
(87:b.2).
Also included in the cluster were six responses that cited aggressive parents
as hindering communications. For example:
A parent's anger and hostility towvrds something that has happened or
not happening as they would wish (41:b.2).
Aggressive parents. I am shy. Can be awkward if parents not
communicative (251 :b.2).
Other responses included in this cluster were from three teachers who
reported some parents as being teachers themselves, but with primary or secondary
training. The respondents believed that these parent teachers 'looked down' on their

own early childhood qualifications (249, 250, 254).
The sixth most frequently identified cluster of factors pertained to the
respondents' lack of confidence, including their lack of articulation and
communications skills (19, 8 percent). Typical comments were:

My own inadequacies in being articulate (129:b.2).
I feel as though my communication skills are not great - lack of
confidence-worse with angry parents (186:b.2).

Personally, I can do it, but I'm lousy at explaining it (153:d).
The seventh cluster of factors pertained to a lack of time for both parents and
teachers (17, 7 percent). Most responses were stated simply as 'time' or 'lack of
time', however, three provided a little more detail:

Time without toddlers /babies (141:b.2).
Time to [talk]- to suit everyone (185:b.2).
When I have the opportunity to talk with parents I'm usually working
with children and likely to be interrupted (246:b.2).
The eighth cluster heading encompassed hindrances in the form of language

or cultural differences (I I, 4 percent). For example:
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ESL parents douht own ahility to communicate (87:h.2).
Occasionally parents from other cultures expect all schooling to he
formal (90:b.2).
Language difficulties - cg ESL and availability of interpreters
(196:h.2).
Different cultural background and philosophy - lack of common
ground (203:b.2).
Two other isolated factors were identified with one teacher citing media
influences from such programs as 'A Current Affair' (160:b.3) reporting hot housing
type programs for learning. The other teacher reported that being a male teacher in a
female dominated profession (167:b.3) was a hindrance to communicating early
childhood philosophy to children's parents.
In summary, five of the eight clusters of factors that teachers reported
hindered communicating their philosophy to children's parents stemmed from the
parents. The factors included parents' Jack of contact or support; knowledge or
understanding; expectations; personality or attitude; and low importance assigned to
early childhood education. One further factor, the lack of time, was attributed to
both parents and teachers, but only one factor, teachers lack of confidence, related to
themselves. The eighth factor arose from a cultural level with language and cultural
differences being a source of hindrance to communicating early childhood
philosophy.

Factors that hinder communications with other teachers
Teachers reported six clusters of factors that hindered them in communicating
their philosophy to other teachers in the school. These are summarised in Table 9.3.
The most frequently cited factor that hindered communicating early childhood
philosophy to other teachers in the school was the lack of value or importance placed
on early childhood education by other staff (78, 31 percent). For example:
Disinterest as preprimary is not compulsory therefore its 'not
important'. Condescending attitude when something is explained lack of interest in ECE (36:b.3).
Lack of interest. Appears to be a complete lack of value placed on
preprimary. They don't have a true understanding and hence do not
see the value of preprimary education (143:b.3).
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I
[Other teachers' I negative allitu<lcs to our play hascd program. They
!'iCC ,my relevance
(146:b.3).
don't sec it as real work or real learning, don't

Teachers who do not value early childhood cc..lucation or early

childhood philosophy (220:b.3).

Table 9.3

Factors that hinder communications with other teachers

Factor

Number of Percentage
teachers

1. Lack of value I importance placed on ECE

78

31%

2. Attitude /personality

63

25%

3. Lack of time/opportunity for discussion/collaboration

58

23%

4. Lack of understanding /knowledge ECE

52

21%

5. My Jack of confidence

14

5%

6. ECE minority on school staff

3

!%

Of the responses in the first cluster, 52 highlighted the incidence of other

teachers in the school not considering early childhood teachers to be 'real' teachers.
Among the comments were:
'Only play', 'not real teaching'. Not valuing play. Think ECE staff are
Jess intelligent because work in play with younger children (30:b.3).

Seen as only the kindy teacher. I've had a teacher refer to my job as
child minding (33:b.3).
[Other teachers'] beliefs that upper primary rules. Whatever we do
down in the preprimary is not 'real' teaching (96:b.3).

Also in this first cluster of responses, seven teachers cited derisive comments
from other school staff about early childhood education. For example:
Usually good natured but general derision with referral to 'little land'
and 'unmanageable' preprimary children (27:b.3).
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Most arc plain not interested in what happens in other classrooms.
The fact that my children have hccn called 'vermin' and the
preprimary area is known as the 'pig pen' (82:h.3).
I have hecn referred to as just the 'toy teacher' by colleagues (98:h.3).
Constant degrading comments ahout the importance of prcprimary
teaching - 'You don't count hccausc all you do is finger painting'
'Why do you do reports, what do you have to report ahout'!' ( 107:h.3).
The second most frequently cited factor was the attitude or personality of
other teachers in the school (63, 25 percent). For example:
Not understanding what you do or why and they don't want to know.
The longer you arc at a school the more you arc accepted. At district
high schools with high school teachers you arc a leper, they move
tables rather than talk to someone they don't have anything in
common with (55:b.3).
ECE teachers have a very low status in other teachers' eyes. They
don't give you credit for your knowledge and assume you know
nothing about their area of expertise. Some teachers even think you
have less training than them. They don't think you can 'handle' older
children and never give you the chance to do so. They think you're a
bit 'soft' on the kids (123:b.3).
Arrogance, disinterest, ... lack of respect, fear of different methods of
working. They say 'I don't have an aide or all that DOTI time so I
can't do that' - negative attitudes ( 138:b.3).

[Other teachers]just being unwilling to listen (210:b.3).
Junior primary teachers who arc set in their ways and not open to
working collaboratively and sharing ideas, resources etc (266:b.3).
Included in this second cluster of responses were 44 that cited other teachers·
lack of interest in early childhood education. For example:

ECE approach is obviously not of interest (41 :b.3).
They are not interested if it doesn't impact on their territory (150:b.3).
Lack of interest from other teachers/ Primary /secondary trained
teachers assuming their qualification is superior to ECE. Their
presuming much of ECE is simply 'play' or 'babysitting' (249:b.3).
Also within this cluster were 14 responses that reported other teachers
resented or doubted the necessity of the preprimary aide and allocated day for duties

other than teaching time (DOTI). For example:
Jealousy that ECE has more DOTT (l:b.3).
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Don't value prcprimary teachers as 'full' teachers. We just play at
prcp1imary and have 'a day off' - DOTr (84:bJ).
They feel that formal learning only hcgins in year one and that we get
it easy at prcprimary - non-contact tlay plus an a1cJc ( 164:h.3).
One other response highlighted the attitude of some teachers that the purpose
of the prcprim,1ry year is to 'get children rc.irJy' for year one (120:h.3) and another
reported prejudice from male teachers as a hindrance to communicating early

childhood philosophy ( 134:b.3).
The third cluster heading was the lack of time or opportunity for discussion

and collaboration with other primary staff in the school (58, 23%). Among the
comments were:
Very little opportunity is given to explain to other teachers about early
childhood teaching (9:c.3).
[My] not being in the staff room very often cg. recess or lunch
(37:b.3).
Lack of involvement. The preprimary and school schedules arc very
different. Hence not a lot of chance to mix and see what each other
does and why (71:b.3).
Not the time to be with other staff. We are all so busy (261 :b.3).
Included in this cluster, were four responses that reported the isolated setting
of the preprimary in relation to the primary school was a factor that hindered
communications with other teachers (122, 173, 209, 246).
The fourth cluster heading of factors was other teachers' lack of
understanding about early childhood education or developmentally appropriate
practice (52, 21 percent). Typical comments were:
[Other teachers have] no understanding of ECE and developmentally
appropriate practice (I :b.3).
Ignorant teachers who see ECE teachers as having no expectations for
their students and think it's easier!. .. Teachers who underestimate the
importance of play and don't understand developmental based
learning and developmental appropriate practice ( 114:b.3).
[Teachers] at other levels lack appreciation of developmental needs of
young children (197:b.3).
[Other teachers] having little understanding of the differences
between preprimary and a traditional classroom (234:b.3).
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The fifth duster of factors related to Cilrly childhood teachers' lack of
confidence in themselves ( 14, 5 pcn:cnt). For example:
Lack of confidence in myself and my knowledge ( 102:h. I, 2, & 3).
l feel a general lack of confidem:c in explaining early childhood
philosophy because I know that the attitude of other staff /principal is
one of disinterest and lack of understanding and valuing of the
prcprimary sector ( 14.\:d).
Another hindrance to communicating early childhood philosophy to other
teachers, highlighted in three responses forming the sixth cluster, was the fact that
early childhood practitioners are the minority of school staff. One respondent wrote
at length:
Early childhood educators are in the minority on the school staff. It
takes courage to take a stand which my ECE colleagues and I are
prepared to do but we get absolutely no support from the district
office ... The curriculum improvement officers arc more intent on
carrying favour with principals. ECE is very much under threat. ECE
either needs its own campus or we need genuine support from district
office i.e. making a clear and decisive stand for ECE philosophy. We
continually have to compromise until there is nothing left to
compromise with (139:b.3, d).
Two other isolated factors were highlighted in responses. One teacher
reported that a competitive rather than coopcrati ve school culture was a hindrance to
communicating early childhood philosophy to other teachers (87), while another
cited the high proportion of temporary teachers, and hence a lack of continuity in
school staff, as a hindrance to communicating their philosophy (20).
In summary, three of the six clusters of factors related to other teachers'
attitudes, personality or understanding of early childhood education. Two of the
clusters were systems related. One was a lack of time or opportunity available within
th~ working day to collaborate with other teachers and the other was the situation ."Jf
early childhood practitioners being the minority of school staff. Only one cluster of
factors reported to be a hindrance in communicating early childhood philosophy to
other teachers was attributed to early childhood practitioners, namely their own lack
of confidence. These factors identified by teachers are discussed in more depth in
Chapter Eleven where conclusions and implications are drawn from Parts A, B, C
and D in Phase One of the study.
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CHAPTER TEN

DATA ANALYSIS: SECTION C (PART CJ

Strategies for communicating philosophy to others
This chapter presents findings in the same format used in Parts A and 8.
Strategies, that early childhood teachers reported they used to communicate their

philosophy to others, are presented from the three aspects of c.:ommunicating
philosophy to the principal, to children's parents, and to other teachers in the school.
Examples of responses and a summary of strategics are included in the material to
follow. The information in the tables for this chapter is derived from teachers'
responses to Section C (Part C) of the questionnaire. As in the preceding two
chapters, each table may exceed or fall short of n = 248 or 100 percent due to the fact
that some responses refer to multiple factors and some teachers did not respond to
particular questions.
Strategies for communicating philosophy to the principal
Teachers reported seven clusters of strategies they use to communicate their
philosophy to the principal. These are summarised in Table 10.1.
Table 10.1
Strategies for communicating with the principal
Strategy

No. teachers

Percentage

1. Discussions planned /unplanned

97

39%

2. Invitations for principal involvement

79

32%

3. Show principal work samples /portfolios

61

25%

4. Show principal latest research /documents

61

25%

5. Involve self in whole school planning /activities

51

21%

6. Be assertive and proactive

27

11%

7. Give principal copy of program /philosophy

24

10%

136

I

The strategy identified most frequently (97, 39 percent) hy early childhood
teachers to communicate their philosophy to the principal involved planned or

unplanned discussions. Typical comments were:
Conversation (planned and unplanned) (27:c. I).
Informal chats (35:c. I).
Weekly meetings - half an hour to tell what we arc doing ,rnd why few principals want to gi vc you this (55:c. I).

Discussions about programs. Discussions about appropriate practice
(99:c. I).
In accountability meetings. When discussing CIP (curriculum
improvement plans], plotting of children on continuums, in staff
meetings etc (247:c.l).

Within this cluster of strategies were discussions held during performance
appraisal or accountability meetings with the principal, a strategy that 31 teachers
reported they employed.
The second most frequently reported strategy (79, 32 percent) was to issue
invitations to the principal to encourage involvement and visits to the preprimary
room. For ~xample:
Inviting him down to see the environment, children's work (and at
work) and interact and speak with the children (103:c.l).
Involving the principal by inviting him to morning tea or read a story.
Send the children to principal with some special work /picture etc
(157:c.l).
Invite the principal to become involved and spend a morning /day in
the classroom. Then discuss points as questions are raised about
children's learning (222:c.l)
Invitations to join in activities /excursions etc with explanations of
how /why/who etc (245:c.l).
Another strategy reported by teachers (61, 25 percent) was to show the
principal samples of children's work throughout the year and the work samples
collated in children's portfolios. Among the comments on strategies were:
Sending children to see the principal with their work. Showing
/sharing good things (58:c. I).
Involve [the principal] in class projects - open art exhibitions, visit
our underwater world or dam in the sand pit etc. Send cooking
samples to their office with articulate 'cooks', send children to 'share'
when they have achieved a personal goal (61:c.l).
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Showing children's work and having children show and tell what
they've done/ learnt (115:c.l).
Sixty~onc teachers (25 percent) cited the next strategy of showing the latest
research on early childhood education, or other related documents, to the principal.
Included in this cluster heading were eight strategics that Involved reporting to the

principal about professional development undertaken in the early childhood field.
Responses included:
Talking about my [professional development] (paid for by myself!).
Books bought and [study] units, also philosophies around the world USA, Italy-Reggio Emilia (72:c.1 ).
Handing on interesting articles ( 111 :c. l ).
Up to date infonnation - journals, internet, P.O., sharing readings

(115:c.l).
Getting [principal] to proofread the memo to parents re my
philosophy and teaching programs forthe tenm ( 155:c.l ).
Citing latest research and giving photocopies of journal articles
(164:c.l).
Direct [principal] to system (EDW A) policy and documentation that
backs me up (244:c.1 ).
The next most frequently cited strategy (51, 21 percent) was to become
involved in whole schcol planning and activities. Included in this cluster heading
were 15 responses that reported talking in terms of the Curriculu.n Framework to
help communicate their philosophy to principals. In addition, 14 teachers
emphasised the importance of being vocal during whole school staff meetings and 8
teachers cited the strategy of electing to be on committees valued by the principal.
Among the responses were:
Talk about PP in relation to Curriculum Framework - that's what we
do! (11:c.l).
Ensure we are involved in all aspects of the school (45:c.l).
Ensure we say what we think and believe in the best interest of our
classes at staff meetings and in any discussions with our principal
(71 :c. l ).
Using my role as Technology and Enterprise Coordinator to show
examples of preptimary T & E activities (152:a. l).
Being on lots of committees and taking on other roles in the school
which are valued by my principal (32:a.l).
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The ncxl most frcqucn1ly reported stralcgy (27, 11 percent) was to he
assertive and proac1ivc within the school. Im.:ludcd in this cluster heading were nine

responses that highlighted the importance of harnessing every opportunity that arc1sc
to communicate early childhood philosophy. Three other responses cited the need to
have a balanced and professional approach, and be willing to compromise and
another three highlighted the importance of being well prepared for discussions about
aspects of early childhood philosophy. Four teachers reported using the strategy of
telling the principal about 'successes' in the prcprimary program. Examples of
comments about strategics employed by early childhood teachers to communicate

their philosophy to the principal included:
Always be aware of an opportunity during conversation to explain the
early childhood way of teaching (4:c.l ).
Be prepared with arguments to support the ECE approach and offer
appropriate alternatives (4 l :c. l ).

Balanced, professional, non-confrontational approach. Offer solutions
/compromises myself then seek agreement. Ask their opinions - this
has surprised me in the past when I've found them to actually share
my beliefs about ECE (96:c. l ).
Being proactive in administrative and organisational issues - the
things principals like! (I 00:a. l ).
I keep him informed - particularly about successes! (I 08:c. l ).
Always state rationale for decisions affecting ECE - all decisions are
based on philosophy. Have a professional attitude at all times develop a positive relationship [with the principal] (162:c. l ).
The seventh strategy reported by teachers (24. IO percent) was to provide the
principal with a copy of their early childhood program or philosophy. Included in
this cluster of strategies were five responses that cited strengthening their discussions
with the principal by providing supporting documents of children's progress.
Examples of responses included:
My planning file includes philosophy of ECE and importance of a
play based program and environment (I 14:c.1).
My anecdotal records and portfolios are a powerful justification of the
child initiated program I am running. They prove I get great results
from this style of teaching (123:c. l).
Copies of newsletter /notes to parents etc. These include a report of
my program. Sample books - principal sights and comments
(153:c.l).
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In summary, as a global strategy, teachers reported u:.;ing planned and
unplanned discussions as a forum for communicating early childhood philosophy to
the principal. Closely related to this glohal strategy was the need, reported hy some
tcm:hcrs, to be asse11ivc and proactive in communicating early childhood philosophy
to the principal. Part of being proactive and assertive arc the suggested strategics of
issuing invitations for the principal to hccome involved in aspects of the early
childhood program, early childhood teachers involving themselves in whole school
planning and activities, and harnessing every opportunity that arises to communicate
early childhood philosophy to the principal. In addition, early childhood teachers
have suggested the strategies of providing their principals with copies of their
program and philosophy, and showing children's work, research articles, related
documents and reports on professional development in early childhood education.

Strategies for communicating philosophy to children's parents
Teachers reported six clusters of strategies they use to communicate their
philosophy to children's parents. These are summarised in Table 10.2.
Table 10.2
Strategies for communicating with parents

Strategy

Number of Percentage
teachers

I. Parent meetings /sessions informal and fonnal

126

51%

2. Written materials /newsletters /displays /notice board

116

47%

3. Work samples /portfolios

92

37%

4. Parent-teacher interviews

78

31%

5. Informal discussions

45

18%

6. Encourage parent involvement

40

16%

The strategy reported most frequently by teachers (126, 51 percent) for
communicating early childhood philosophy to children's parents was to use planned
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parent meetings, information sessions and special days as a forum for
communicating aspects of early childhood education. For ex..implc:
I explained by philosophy at the hcginning of the year hy holding a
meeting with interested parents. During that time, I also cxpl..iincd the
reasons for my daily routines and how p..irents could assist with their
children's learning, reaching their full potential (9:c.2).
Regular concerts to show off chi ldrcn 's work and let them perform for
an audience. This occasion is an opportunity for public relations and ..i
short talk about outcomes achieved by this unit of work (89:c.2).
Have parents in your centre so they can sec wh..it you do. Parent
interviews /evenings with videos, photos etc. (223:c.2).
Get [parents] to do an activity in pairs - one person writes down the
skills they are developing /using during the activity (264:c.2).
The second most frequently cited strategy (116, 47 percent) was to
communicate early childhoc1d philosophy through written materials such as
newsletters and information booklets, and through displays of printed matter around
the room. Included in responses were 37 teachers who suggested the strategy of
displaying charts of outcomes in the learning areas, five who advocated a parent
library in the centre, and four who distributed parenting leaflets from other sources.
Examples of comments about strategies were:
Infonnation re play and its importance sent home (28:c.2).
Pass on articles. Newsletters. Notice board (46:c.2).
Tenn newsletters where I outline my program and my objectives for
the children \62:c.2).
Detailed parent handbook, [daily work pad] displayed list of things we
may do for the day. Detailed documentation (photos, audio tapes,
displays showing program (72:c.2).
Letters home ... Posters on walls explaining value of learning centres
(75:c.2).
Frequent newsletters throughout they.oar (127:c.2).
We need more publications like the book 'What is good early
childhood education (EDW A book) that we can photocopy sheets and
give us simple outlines that we can use to explain principles of ECE
(146:d).
The third most frequently cited strategy (92, 37 percent) was communicating
their philosophy through children's work samples and portfolios. For example:
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Portfolios with necessary explanations and photos. Living Lhe belief
that play is learning amt valuing this at all times (61 :c.2).
Cl.1ss open evening. Displays in foycr ... Show children's work - using
a portfolio to illustrate the children's progress and Lhc steps taken
(82:c.2).
Newsletters about projects. Large displays of children's projects showing and documenting from start to finish. Children inviting
parents in at the end of a project to la;.mch, celcbralc or view project
work with children doing a lot of the explanations (122:c.2).
The fourth strategy reported by teachers (78, 31 percent) was to communicale
their philosophy during parent-teacher interviews. E;...:amples of comments were:
Inviting parents for an infonnal interview and chatting to them about
my child centred way of teaching (32:c.2).
Parent interviews (107:c.2).
Twice a year parent interviews when we discuss their child's work.
An orientation introduction meeting at beginning of year (146:c.2).
Communicating early childhood philosophy through infonnal discussions
with parents (45, 18 percent) was the fifth strategy reported by teachers. For
example:
Informal chats - teaching in front of them. Showing them children's
work and portfolios (23:c.2).
Casually at drop off /pick up times. Socially - in small communities
wee parents out of school (78:c.2).
Communicate constantly through interviews, portfolios, while on
roster, incidental conversations (162:c.2).
Informal - ongoing communication (244:c.2).
The sixth strategy reported by teachers (40, 16 percent) was to encourage
parents to be involved in their child's early education. Included in this cluster were
responses from 17 teachers that emphasised the importance of having an open door
policy to aid communication with parents. Examples of comments were:
Encourage them to visit and come on duty and observe all the learning
that is going on in the children's activities (14:c.2).
Parent meetings. Parent interviews. Lots of parent involvement eg.
teddy bears' picnic, mothers' day afternoon tea, fathers' night
(37:c.2).
Inviting parents in for roster duties, an informal getting to know you
morning tea - obstacle courses etc. By physically involving parents in
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the program, such as a parenl playing an inslrumcnl works well
(81 :c.2).
Open classroom policy - parenls welcome to come in, share skills
with us - I value their input. Respect parent values ( J 22:c.2).
Encourage parents to take a role in hecoming a team in child's
education (191 :c.2).
Nine responses highlighted two other strategics for communicating early
childhood philosophy to parents. Four teachers reported it was important not to use
educational jargon in communications with parents. For example:
Use everyday language. Relate experiences to help understanding
(73:c.2).
Five teachers cited the strategy of referring to recent research documents to
pass on to parents or to support their philosophy. For example:
Relating all comments to latest research or my past teaching
experience and /or to other professional people - psychologists,
speech pathologist etc (102:c.2).
In summary, the strategy cited most by teachers was to use parent meetings,
information sessions and special days to communicate early childhood philosophy to
parents. Following this, was the strategy to use written materials in the fonn of
newsletters, displays and notice boards, and the strategy of communicating early
childhood philosophy through samples of children's work, some of which are
collated in portfolios with accompanying explanations. In addition, teachers reported
that their philosophy could be communicated to parents through parent-teacher
interviews and informal discussions. Each of these strategies emanates from inherent
expectations of early childhood programs. However, the degree to which each
opportunity exists within the program, and the degree to which each is grasped to
communicate early childhood philosophy, would be influenced by various factors,
some of which have been highlighted in this chapter. The sixth strategy reported by
teachers was to encourage parent involvement. This strategy underpins all previous
strategies, as participation of parents in the program provides more of the above
opportunities for teachers to communicate their philosophy.
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Strategics for communicating philosophy to other teachers
Teachers reported seven clusters of strategics they use to communicate their
philosophy to other teachers in the school. These arc summarised in Table I0.3.
Table I0.3
Strategics for communicating with other teachers

Number of
teachers

Percentage

I. Infonnal discussions

72

29%

2. Combine /share activities /resources

72

29%

3. Involve self in whole school activities /planning

72

29%

4. Visits /invitations to preprimary

51

21%

5. Portfolios /display children's work in school

34

14%

6. Good relations /rapport

17

7%

7. Assertiveness

5

2%

Strategy

The first three strategies in Table 12 were cited by equal numbers of early
childhood teachers (72, 29 percent) as ways to communicate their philosophy to
other teachers in the school. The first strategy was to communicate early childhood
philosophy through informal discussions with other teachers. Examples of
comments were:
Grab the moment in conversations and when [other teachers]
comment on work in the classroom or [work of] a child (4:c.3).
Talking over morning tea (37:c.3).
Casual discussions in staff room (64:c.3).
Casual conversation - lunch time, after school, in class (114:c.3).
The second strategy to communicate early childhood philosophy to other
teachers in the school was to combine or share activities and resources. Included in
this cluster were 21 responses that suggested sharing infonnation with other teachers,

15 responses that suggested attending professional development in early childhood
education with other teachers, and 12 that reported buddy systems to be an effective
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means of imparting aspects of early childhood philosophy. Examples of comments
included:
Comparison of programs, buddy classroom, invitations or welcome to
the centre, share resources and ideas (45:c.3).
Doing relevant Professional development that we may attend
together ... group meetings before school on a Friday where teachers
meet informally in staff room to share ideas (75:c.3).
Share relevant articles and resources. Chat when possible - informally
and through collaborative planning sessions ( 109:c.3 ).
Raise their consciousness whenever possible. Leave material for staff
room reading and professional development. Be visible when ever
(127:c.3).
Share results of any professional development, literature /gather with
colleagues (211 :c.3).
Seeing how the program is run within the centre. Meetings with junior
primary staff to share program. Buddy systems with children from the
school, sharing reading materials /photographs and observations
(261:b.3).
The third strategy cited by equal numbers of teachers was to ensure early
childhood teachers were involved in whole school planning and activities. Included
in this cluster were 26 responses that highlighted the importance of early childhood
teachers being vocal in school staff meetings, 17 responses that reported the
necessity to be involved in school decision making, and 15 responses that
recommended talking in Curriculum Framework terms when talking about early
childhood philosophy. Examples of comments included:
Attending all staff meetirgs and Curriculum Improvement Planning
meetings and involving myself in decision-making (25:c.3).
Have children join in whole school activities whenever possible
(82:c.3).
Treat them as respected colleagues. Speak up at meetings. Be
prepared to take responsibility for school based tasks (118:a.3).
Take up leadership roles. Always put the early childhood viewpoint at
planning or other meetings. Take any opportunity to express early
childhood philosophy (134:c.3).
Making myself known and valued as an important member of staff.
Including myself in meetings and putting my opinions forward so I
am included in planning etc (191:c.3).
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With the introduction of the Curriculum Framework and the crosscunicular approach, this is a perfect way to explain early childhood
philosophy and we arc one step ahead! (157:d).
One further response in this cluster commented on the experience of being
involved in action research with other teachers in the school. This activity provided
opportunities for expressing aspects of early childhood philosophy and the
respondent found the experience to be 'equalising' (159:c.3).
The fourth cluster of strategies cited by teachers (51, 21 percent) was to
encourage other teachers from the school to visit the preprimary room. Included in
this cluster were three responses that cited having other teachers in the school doing
relief teaching or lunch duty in the preprimary helped communicate the philosophy.
Examples of comments were:
Doing internal relief - class swapping - we are good at going up but
most teachers have a lot more respect for you after half day doing
preprimary (55:c.3).
Other teachers do part of my lunch time duty twice a week. lt's often
an eye opener for them to chat with the children and to sec the layout
of the room and the quality of the work. The problem is no time to
visit other classrooms (81:c.3).
Talking, sharing and inviting into room (59:c.3).
Invite staff to a morning tea in our centre. When they look around and
view work they ask questions which I am delighted to answer
(89:c.3).
Modelling different techniques and having an open door to my
classroom for them to visit at anytime (258:c.3).
The fifth strategy reported by teachers (34, 14 percent) was to communicate
early childhood philosophy through displaying children's work and sharing their
portfolios. For example:
Displays of work - foyer and library. Have children take their work to
show other classes. Hav1! children join in whole school activities
where ever possible (82:c.3).
Guided tours, focus points on displayed work (160:c.3).
Show children's work (182:c.3).
Sharing portfolios (224:c.3).
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The sixth cluster of strategics highlighted by early childhood teachers ( I 7, 7
percent) centred around developing good relations with other teachers in the school,
in order to impart aspects of early childhood philosophy. Included in this cluster
were four responses that suggested the strategy of respecting and showing an interest
in other teachers' activities. Examples of comments were:
Mix.ing with staff in staff room (44:a.3).
Showing an interest in what other teachers arc doing in their
classrooms and relating it to what I'm doing (152:c.3).
Mutual respect and understanding. Friendly open nature. Willingness
to share and talk about ideas ( 186:a.3 ).
Rapport with peers in staff room, at meetings and social gatherings
(191:a.3).
Talking to them about their program and interesting activities and
programs they run (217:c.3).
The seventh cluster of strategie: reported by teachers (5, 2 percent) was being
assertive and harnessing every opportunity presented in order to communicate early
childhood philosophy. For example:
Use any opportunity that presents itself without being overbearing or
boring (87:c.3).
Tell them what we are doing- even if they don't ask (223:a.3).
Speak on same level i.e. don't take on an inferior role and it won't
stick (73:c.3).
Six teachers expressed difficulty in communicating early childhood
philosophy to other teachers when asked to report the strategies they used. Indeed,
some felt helpless in this area or resentment towards other teachers. For ex<imple:
I get stuck here! (138:c.3).
Other teachers are not worth wasting my breath on - after 10 years of
their negative influence, I wouldn't waste my time and energy on
them (204:c.3).

I haven't managed to do this very well so far (223:c.3).
I don't try (251:c.3).
In summary, the top three strategies cited by early childhood teachers were to

communicate their philosophy to other teachers in the school through infonnal
discussions, sharing activities and resources, and involving the preprimary in whole
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school activities and planning. Olhcr strategics were to display children's work
around the room and invite their primary colleagues to lhc prcprimary room. Purthcr
strategics highlighted by some teachers were to establish good relations with other
teachers in the school and to be assertive in harnessing opportunities for
communicating early childhood philosophy to other staff in the school. The majority
of strategies suggested by teachers to communicate their philosophy to other teachers
involve interpersonal skills and collaborative opportunities. Similarly, examination
of the strategies suggested by teachers across the cases (communicating philosophy
to the principal, children's parents and other teachers in the school) reveals that the
majority involve the use of interpersonal skills. The importance of teachers
possessing appropriate interpersonal skills is highlighted in the literature (Bloom &
Sheerer, 1992; Rodd. 1987)) and in the present situation, it follows that if teachers
are to succeed in implementing these strategies, then they need to make effective use
of appropriate interpersonal skills.
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Cl:!\PTER ELEVEN

DATA ANALYSIS: SECTION C (PART D)

Teachers' views orleadership
The final open-ended question in the questionnaire sought further comments
from respondents on leadership with regard to explaining early childhood
philosophy. A total of 108 early childhood teachers responded to this section of the
questionnaire. Responses were grouped initially into eighteen clusters with some
responses, by nature of their content, categorised into more than one cluster. Further

analysis involving rereading and attempting to fonn meta-clusters which enabled the
data to be displayed in three main interlocking clusters. That is, teachers' responses
were able to be categorised according to three general, but connected aspects of
leadership in communicating early childhood philosophy in school settings. These
aspects, along with the number of responses from teachers, are displayed in Figure
11. The data for Figure 11 was sourced from 108 teachers' responses to Section C
(Part D) of the questionnaire. It should be noted that the sum of teachers in Figure 11
is greater than the 108 as six teachers raised more than one issue in their response.
The first aspect relates to the context of early childhood education within the
school setting and the second aspect encompasses issues that may arise as a result of
the context, and with regard to, leadership in early childhood education within a
school. Interlocking with the context and issues of leadership in early childhood
education is the third aspect, fonns of action. Among teachers' responses were
suggested strategies and action that some teachers believed were essential if the early
childhood way of teaching was to be valued or upheld within school settings.

Context
The context of leadership in early childhood education within a school setting
incorporated five groups of responses from teachers. The first group highlighted the
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situation that early childhood education was not valued or understood by others.
Examples of comments were:
Although inroads have been made into making prcprimary part of the
whole school environment it has not been achieved totally.
Prcprimary is often only included after careful consideration, staff arc
not able to visit staff room as often as other staff where important
infonnation is sometimes discussed. Preprimarics arc often last to get
resources, especially technology. Preprimary is not called a teaching
area (eg. at this school all 'teaching areas' have the internet and new
computers - the prcprimary docs not (44:d).
Preprimary appears to be viewed as a 'tolerated' rather than a valuable
part of the school. We arc not considered an asset or selling point
when attempting to advertise the school's 'assets'. It appears that ECE
teachers are considered less valuable or worthy within a school's
teaching staff (103:d).
Teachers who undennine our leadership in the school because our
programs aren't viewed as important as upper grade school learning
programs (l 14:d).

CONTEXT

No.
Teachers

ECE not valued /understood

,19

Lack of support from principal

10

Helpful situations

7

ISSUES

No.
Teachers

Tired of /have difficulty
explaining philosophy

16

Hindrances to explaining

7

Academic pressure from others

6

Preprimary not included in
decision making

6

Lack of time

4

Preprimary minority in school

2

Want less leadership role

J

ACTION

No.
Teachers

Strategies for action

15

Onus on teachers to explain

12

Need to educate others

7

Figure 11: Summary of comments about leadership with regard to explaining early
childhood philosophy.
Source of information: Early Childhood Teachers' (n = 108) responses to Section C
of the questionnaire.
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The second group of responses focussed on the lack of support from the
p1incipal for early childhood education. Examples of comments were:
I feel leadership is something observed in one who leads by example.
I am very tired of seeing people who enjoy leadership roles and who
give little time to their primary clientele - the students and their
secondary clientele- the parents (53:d).
Leadership in the true sense leaves many people feeling threatened if
they arc insecure about their own leadership cg. principals.
Unfortunately a different philosophy can be seen as cumbersome and
unworkable, creating inconveniences and unnecessary work (138:d).
The importance of ECE in all schooling needs to be reflected [on] and
understood in the administration, especially the principal. It is difficult
to give support to something you don't understand or hold in high
regard (160:d).
The third group ofresponses highlighted helpful situations or contexts that
foster communicating early childhood philosophy. For example:
I think because I am in a small school I am valued more, where as if l
was in a large school it would be easier to be ignored or hide away
(14:d).

I've had more success up North - younger staff and more open
minded attitudes than down in the south west with older staff (78:d).
I find that explaining ECE philosophy is not difficult as 1 am
passionate about it, as long as I am given the chance to discuss it and
it is valued as an integral part of children's development (116:d).
Where there is more than one [preprimary] centre, I feel a team
approach is beneficial. If relevant teachers advocate the same
philosophy and work as a team, especially re involving the rest of the
school (237:d).
The fourth group of responses concerned the lack of inclusion of preprimary
staff in whole-school decision-making. Examples of comments were:
I have always desired to have a [greater] leadership role, however lack
of descriptors (knowing what to say) has reduced this. This particular
school is happy to keep preprimary 'isolated' even though on school
site ... A recent example of lack of leadership - I was given the role to

design a report for preprimary. I designed a broad range - didn't go
through appropriate channels. School council decided on report style
- teacher had no input. I couldn't stand up for beliefs as I had no idea
what to say! (10:d).
At my current school, the preprimary staff have worked hard to have
ECE recognised as an important part of the school and of every
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child's educalion - wilh varied success. Somelimcs we arc included
and sometimes left out of important decision making, whole school
activities etc (85:d).
The school Sile is one of the main problems for encouraging
interaction between teachers' classes. Teachers don't always work
well collaboratively, as a whole school or part of school - locked in
classrooms. Some teachers have views of ECE as being separate from
school! (l 22:d).
The fifth group of two responses alluded to the problem of communicating
one's philosophy when early childhood staff arc the minority in a primary school.
One teacher summed the situation in the following way:
When we go to in-service or network meetings we are always told it is
up to us to inform parents, principal etc about ECE but when we get
back to school it is very difficult as it is ovenidden by all
philosophies, discussions relating to primary education. It gets very
frustrating as it all boils down to money, especially in our school
(19:d).

Issues
The next aspect of leadership in early childhood education is comprised of a
group of five issues that arise with regard to explaining early childhood philosophy
to others as a result of, or within, the context of the school setting. The first group of
responses report that teachers experience difficulty explaining their philosophy, are
tired of explaining, or don't see any need to do so. For example:
It seems that the vast majority of teachers /principals have the idea
that preprimary is filling in time until real school starts. Preprimary
always seems to be forgotten for lots of things, but as soon as the
school needs money - the preprimary is suddenly included. I get tired
of constantly justifying what I do and [explaining] that it is important
and that it is not easy which is what most people seem to thinkl
(36:d).
I feel wholehearted commitment to ECE philosophy, employing ECE
trained teachers up to year three with an awareness of contemporary
practice would lead by example and promote philosophy in action.
Talking about it does not necessarily convince others, though it may
be a starting point. On my part the constant need to be 'pushy' does
not always suit and it's easier to preach to those willing to be
converted (58:d).
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I have found it very difficult during my long teaching career to impart
this philosophy as not many sectors in the community arc interested
( 150:d).

I rarely get asked to explain ECE philosophy. Nobody wants to know
it, they just want happy, content children (218:d).
The second issue comprised responses that alluded to hindrances to
communicating early childhood philosophy. Examples of comments were:

Having come from 7 years off-site doing everything from controlling
cleaners, gardeners, aides, concerts, inventories, busy bees, parent
committees, to 3 years in classrooms - just another classroom teachers seen but not heard. I used to whinge about the isolation offsite but there is a worse isolation that's in a crowded room. Our
autonomy was our strength, our integration is our weakness now
(55:d).
It is difficult to get the message across as mostly other teachers
interpret what is being said according to their own experience or
teaching philosophy. As it sounds similar /same they agree. It is when
philosophy becomes practice that the differences appear clear and
therefore the message is lost again (!06:d).
There seems to be a huge gap between ECE philosophy and primary
teaching philosophy. Primary teachers generally don't seem to give
ECE much credibility. Personally, I can do it, but I'm lousy at
explaining it! (153:d).
Our employer doesn't support us. The economic environment is also
dollar outcomes based instead of valuing children. We can only
appeal to the audience /clients /voters at hand when we have their
children. FullMtime preprimary has also affected our contact with
parents (239:d).
The third issue encompassed early childhood teachers' responses that
highlighted their concern with the 'academic push' on the play-based early childhood
program from other sources. Examples of comments were:
I have concerns that ECB is getting too structured with full-time. Too
many pressures are around for reading and writing and computers
instead of developing gross and fine motor skills and hands on. I
would rather have six children in a group playing a garn~~ than one to
one on a computer seeing a screen rather than 3-D (32:d).
No one is prepared to listen. Even if they do they ignore the issues.
My particular issue - push down of fonnality and greater expectations
of preprimary children. When five full days begin, preprimary will
soon become as year one unless we all unite imd speak up! (97:d).
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Many other teachers in the district arc much keener on more
fonnalised learning - focussing on learning letters, and using
photocopied worksheets. Unfortunately parents arc happy with the
sooner is better idea - so resistance has to come from prcprimary
teachers who believe strongly in the ECE philosophy (115:d).
Responses that comprised the fourth issue focussed on the lack of time
available in the working day to impart early childhood philosophy. For example:
To be honest I think everyone is so busy doing their own thing, there
isn't the luxury of time to consider much what anyone's philosophy
is. It's just assumed and generalised and those assumptions and
generalisations are often inadequate (12:d).
The time to discuss philosophy of early childhood education is the
biggest problem. It has to be second nature to you to be able to put
into any conversation thi~ philosophy and not appear to be 'standing
on a soap box' again. People don't like things constantly told to them
(50:d).
The fifth issue arose from comments from teachers who wanted less
responsibility in the area of leadership in communicating their philosophy. For
example:
This year I have been in a position of wanting less responsibility as a
leader at the school - I am aiming for more shared leadership next
year. I now understand why people keep quiet at meetings! Things
can become an avalanche of extra responsibilities that actually take
one's focus and energy away from the children (108:d).
I have made a clear and carefully considered choice to be the best
possible ECE teacher in practice but limit my involvement in school,
advocacy, professional organisations to a level that allows me to enjoy
my life and put my energies into my family and other commitments. I
have no desire to increase my leadership role in any way - other than
being a good example (244:d).

Action

The third aspect of leadership in explaining early childhood philosophy was
formed by three groups of responses. The first group focussed on strategies for
action that teachers believed necessary in order to communicate their philosophy.
Seven of these strategies were concerned with fostering good relations with others
and being assertive and confident. Four .strategies highlighted the need to keep upto-date and undertake professional development. Examples of comments were:
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I think that more teachers from the early childhood end need to
become leaders cg deputy /principal if there is going to be more
understanding about ECE (52:d).
Present yourself in a confiJcnt, light hearted, broad minded mannc~ so
that people take you seriously and will be prepared to listen - pracficc
what you preach (94:d).
Teachers need to behave like professional educators and not nanny's
or child care operatives. In many instances we don't stand up for our
rights ... Early childhood teachers arc their own worst enemy as they
often sec themselves as (and act like) a mother substitute rather than a
university qualified professional. .. we need to be seen as the same as
all other teachers, until this is done we will be thought of as

babysitters and on the lowest rung of the leadership ladder (134:d).
ECE teachers should be more vocal about [developmentally
appropriate practice]. ECE teachers should review practice frequently
- there are still old practices around ... enonnous benefit in keeping up
to date with what goes on and what's new ( 130:d).
ECE teachers need to be confident about what they teach - people
will question what they do (236:d).
The second group of responses about action emphasised that the onus of
advocating and explaining early childhood philosophy rested with early childhood
teachers. Examples of comments were:
It is very challenging to overcome the preconceived ideas held by the

principal and other teachers that KIP isn't just play and filling in time
until the child begins 'real' learning with them! I think it's a matter of
voicing ECE philosophy at every opportunity. The push for formal
reporting from the principal with achievement levels so they can be
put on a school profile means he has 'blinkers on' if it can't be
measured in achievements of 1 to 5. As ECE teachers, somehow, we
have to explain how inappropriate such practice is until it registers.
It's our responsibility (4:d),
To promote ECE - developmental learning, activity based learning
etc, collaborative, cooperative teaching /planning must be a focus. As
ECE people are usually leaders in this they need to take a leadership
role across the whole school if possible. In this way they can explain
their philosophies (61 :d).
It is essential to be proactive and constantly reinforce the message of
the value of play and the importance of ECE. It's also important to
take an active role in curriculum implementation in the whole school,
to establish oneself as a leader in the ECE field (76:d).
It is vital that we band together to voice the needs of ECE otherwise

government and departmental decisions will be made without
consultation from working practitioners (189:d).
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I think preprirnary teachers have to make an extra effort lo he heard in
the school tnd they should fight to be included in school things. It's
not easy! (2'-tJ:d).
The third form of action suggested by teachers was the need to educate others
about the early childhood way of teaching. Examples of comments were:
Until there is acceptanr..:L . 'lie pivotal role we play in education in
general and early childhc . , .1 particular, mainstream educators will
see us as peripheral. Education Department, government, parents and
other teachers need to be better infonned. We can only do so much
(118:d).
I believe it is important that the broad community has a better
understanding of our job and the importance to a sound and pleasant
introduction to the education system ... (140:d).
Need for further 'public high profile' information. Need to work on K
{P being seen as 'just play' (211:d).
In proffering further comments about leadership in early childhood education,
most respondents have focussed on the context of the preprimary group within the
school setting, and the issues that arose from within that context. Comments
highlighted the difficulties faced by early childhood teachers in communicating and
maintaining their philosophy. However, some teachers also suggested strategies, or
action to be taken, to address such issues. Evident within the suggestions is the
awareness and strong conviction from those teachers that it is their own
responsibility to work towards the redress of issues, or overcome constraints in order
to communicate and maintain their early childhood philosophy.

Discussion of the findings and directions for follow-up interviews.
This section is a discussion of findings from the preceding four chapters that
presented data from the open-ended questions. The discussion is presented in three
main sections 1) Factors that help or hinder communicating early childhood
philosophy to others; 2) Strategies early childhood teachers use to communicalL' their
philosophy to others; and 3) Teachers' perceptions of leadership in early childhood
education. These sections are directly related to research questions two, three and
one respectively. Analysis and discussion provides direction for the follow-up
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interviews in Phase Two of the study and, as further questions arise, links are made
to the formulmion of the interview schedule (sec Appendix E).
Factors that help or hinder communicating early childhood philosophy to
others.
There arc three global factors that teachers reported helped, or hindered them,
communicating early childhood philosophy to the principal, children's parents or
other teachers in the school. These are 1) Others' level of interest, knowledge or
understanding of early childhood education; 2) Early childhood teachers' own level
of confidence or interpersonal skills: and 3) The issue of provision or lack of time.

Others' lack of interest, knowledge or understanding of early childhood
education.
A prominent factor reported by teachers that helps or hinders them
communicating their philosophy to the principal is directly attributed to the
principal's leadership style, and knowledge and understanding of early childhood
education. If a principal is supportive, interested and has knowledge and
understanding of early childhood education, together with a shared or
transformational leadership style, then communications are enhanced. Conversely, if
the reverse is true with the principal showing a lack of interest and understanding of
early childhood education, teachers reported that they expeiienced difficulty in
communicating their philosophy to the principal.
These atttibutes of support, interest, knowledge and understanding of early
childhood education were also prominent influences on the ease with which teachers
reported they could communicate their philosophy to children's parents. Teachers
reported that if parents lacked knowledge and understanding of early childhood
education and did not value or support the program, it was difficult to communicate
early childhood philosophy to them. Similarly, these same attributes were reported
as a major influence on the case with which early childhood teachers communicated
their philosophy to other teachers in the school.
Closely tied to the level of interest in, or value placed on, early childhood
education is the personality or attitude of others. The personality and leadership
style of the principal, and the personality and attitude of children's parents and other
teachers in the school were reported as factors that could enhance or constrain the
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communicating of early childhood philosophy. It was reported thnt some principals,
parents, or other teachers displayed a superior or disinterested attitude and assigned a
low priority to early childhood education. If others were not open to or willing to
listen and acquire infmmation abuut early childhood philosophy, then
communications were constrained. The lack of knowledge, understanding and value
of early childhood education, together with the personality and attitudes of others, is
an issue that will be explored in more depth in the follow-up interviews in Phase
Two of the study. Several questions arise at this point. For example What
experiences have early childhood teachers had with regard to communicating their
philosophy to others? and What strategies, if any, do they use to overcome the
constraints faced above? In addition, How do teachers think we can best educate
others about the early childhood way of teaching? The answers to these questions
are sought through questions 8, 9, 10 and 11 from the interview schedule in
Appendix E.

Teachers' own level of confidence and interpersonal skills.
Another reported influence: that was common to communicating early
childhood philosophy to the principal, children's parents, and other teachers in the
school was the early childhood teacher's own level of confidence and interpersonal
skills. Teachers reported that their interpersonal skills and confidence, boosted by
their training, experience and a belief in early childhood philosophy, helped them
communicate it to others. Conversely, some teachers reported their lack of
confidence was a hindrance to communicating their philosophy. It is interesting to
note that more than twice as many teachers reported their level of confidence and
interpersonal skills to be a factor that helped them communicate their philosophy to
others than did teachers who reported that their lack of confidence and interpersonal
skills were a hindrance.
This finding is at odds with the overarching finding of the Early Childhood
Teacher Leadership Scale which indicates teachers would ideally like to have more
developed leadership skills than they actually possess and enact. If one is to accept
the inference that the level of professional confidence and interpersonal skills
influence the degree to which teachers enact leadership in the school setting
(Chemers, Watson & May, 2000; Rodd, 1987; Pajarcs, 1996), then it is curious as to
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why more teachers did nol cite their own level of confidence or interpersonal skill as
a constraint lo communicating their philosophy to others. This situation leads to the
questions, What imporlance do teachers place on leadership skills and interpersonal
skills in their work context'! In what situations do teachers feel confidenl or lack
confidence'? How can teachers' confidence be increased'? What is needed in
professional development or teacher training to develop leadership skills'! The
answers to these queslions arc sought through questions 2, 4, 5, 6, 7, 16, 17 and 18
from the interview schedule in Appendix E.

Time and opportunities for communicating philosophy.
The issue of time was also reported as an influence common to
communicating early childhood philosophy to the principal, children's parents, and
other teachers in the school. The lack of time in the working day for collaboration
and opportunities to communicate early childhood philosophy to others was reported
as a hindrance. In the same vein, teachers reported that it is helpful if they are
provided with time and opportunities within their working day to collaborate and
communicate their philosophy to others. It was acknowledged however, that little
opportunity is available within the existing context or structure of the education
system. This finding is consistent with other research (Barth, 200 I; Firestone, 1996;
Hargreaves, 1992; Stone, Horejs, & Lomas, 1997; Wasley, 1991) and leads to further
questions such as How, if at all, does the issue of time impact on early childhood
teachers? Do early childhood teachers see any way to overcome time constraints in
their work context? The answers to these questions are sought through questions 12
and 13 from the interview schedule in Appendix E.

Strategies early childhood teachers use to communicate their philosophy to
others.
Common to the situation of communicating early childhood philosophy to the
principal, children's parents and other teachers in the school, was the global strategy
that encompassed making or seizing opportunities to communicate the philosophy at
planned and unplanned, and formal and informal, situations. Such situations
included planned and incidental discussions; fom1al information sessions;
encouraging involvement in the early childhood program: planning for collaborative
activity; and ensuring inclusion of the early childhood program in whole school
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activities and decision making. Each of the strategies suggested by the early
childhood teachers involve the use of interpersonal skills and require a degree of
confidence and a sense of being proactive. Thus in order to implement these
strategics effectively, teachers must possess these skills and attrihutcs.
Although some teachers have suggested these strategics, it is evident from the
findings of Section B of the questionnaire that in general, early childhood
practitioners find it difficult to implement such strategics and would like to perform
better in some of these areas. For example, items 17 - I am proactive rather than
reactive (initiating rather than responding), 91 - / am confident to explain to the
principal about the early childhood way of teaching, and 119 - I make sure I am
included in school decision making (see Appendix B) are representative of some

strategies suggested by teachers. However, for each of these items teachers indicated
that they find it 'hard' to say they enacted these aspects of leadership. This situation
leads to further questions such as Which strategies do teachers find most successful
for communicating their philosophy to others? and Which strategies do they prefer or
feel most confident to use? In addition, To what degree do teachers believe their
interpersonal skills influence how well they are able to communicate their
philosophy? The answers to these questions are sought through questions 3 and 4
from the interview schedule in Appendix E.

Teachers' perceptions of leadership in early childhood education.
The majority of comments from teachers about the issue of leadership in
early childhood education focussed on the context of preprimary grades within the
school setting and the issues that arose as a result of the context. The context is
desci.ibed by the majority of teachers who responded to this section as one in which
early childhood education is the minority and not valued or understood, with a lack
of support from the principal and lack of inclusion in school decision making. Issues
that arose from within the contexl were identified as weariness in explaining or
justifying early childhood philosophy; a lack of time; resisting academic pressures on
the curriculum; a great divide between philosophies of primary and early childhood
education; and the economic focus of education not supporting quality early
childhood programs.
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The general indication from teachers who responded to this section was that
they worked in a context that did not support or value early childhood education.
Teachers reported situations and issues that placed constraints on their ability to
communicate early childhood philosophy to others in the school setting. Despite
this, some teachers noted clements within the context, such as open-minded staff and
support from other preprimary colleagues, that can be helpful in communicating
early childhood philosophy. In addition, several teachers suggested strategics for
overcoming contextual constraints, believing there was a need to educate others and
that the onus was on early childhood teachers to explain their way of teaching to
others. It seems that, in some teachers' views, they work in a context that is
generally not supportive of early childhood education and they arc subsequently tired
of justifying or explaining their philosophy. Other teachers, however, acknowledge
that it is their responsibility to explain and communicate to others, the early
childhood way of teaching. Given this situation, there is a need to investigate in
more depth, the perceptions and experiences of early childhood teachers with regard
to leadership in this area. Among the questions that arise are What situations leacl to
teachers becoming tired of explaining their philosophy? and Do teachers feel that it is
important to communicate their philosophy? The answers to these questions are
sought through questions 14, 15 and 20 from the interview schedule in Appendix E.
The previous four chapters have presented the findings of the open-ended
questions from Section C of the questionnaire. Analysis of the findings and
consideration of these in conjunction with findings from Section B of the
questionnaire have indicated directions for the follow-up interviews in Phase Two of
the study (see Appendix E). The next chapter introduces Phase Two of the study.
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CHAPTER TWELVE

PHASE TWO: INTERVIEW FINDINGS PART A- HOW EARLY
CHILDHOOD TEACHERS CONCEPTUALISE THEIR
LEADERSHIP ROLES.

Introduction
Phase two of the study involved the follow-up interviews and is comprised of
four chapters that report and discuss the findings. Chapter 12 (the present chapter)
deals with Part A of the findings and investigates how Western Australian early
childhood teachers conceptualise their role with regard to leadership. Chapter 13,

Part B of the findings, identifies factors that early childhood teachers report enhance
or constrain their leadership abilities. Chapter 14, Part C of the findings, examines
the strategies that early childhood teachers reported that they use to explain their
pedagogy and philosophy to others. Chapter 15 presents a discussion of the findings
reported in Chapters 13 and 14. Together, the four chapters (12-15) further address
research questions one, two and three respectively, as outlined in Chapter One.
Codes are noted at the end of the quotes to enable an audit trail. For example, (4:2)
refers to the fourth person interviewed and the response is located within question
number two on the audio tape or transcription. The present chapter begins with a
description of the number of years teaching experience for the twenty interview
participants.

Subjects
The number of years experience teaching in early childhood education for
each of the interview participants ranged from a few months to 23 years (see Table
12.1). The range of teaching experience and mean number of teaching years (9.4
years) for the interviewees is slightly less than the range and mean number of
teaching years of the questionnaire respondents (mean 12.5 years). Details of the

162

I

process of sclcclion of interview subjects and the procedure followed for the
interviews were explained in Chapter five.
Table 12.1
Interview participanls' number of years experience teaching in early childhood.

No. years experience

No. of teachers

0

2

I*

I

2

I
I
I
I
2

3*
5*
6
7

8

I

10

20
23

2
I
2
I
l
2
l

Total No. teachers

20

11

13
14
15

*Interviewees had further years experience teaching children aged 6 to 12
years before acquiring early childhood education qualifications.

Importance of leadership skills
In their responses, all of the interview pat1icipants reported that they believed
leadership skills, such as being assertive, confident and able to articulate their
philosophy, were important to their role as teacher. Table 12.2 displays the degree of
importance identified from teachers' responses. Teachers were not asked to choose
one of these categories when assigning the degree of importance of leadership skills
but rather, these categories were elicited from teachers' general responses. If
teachers were asked to choose one of the stated categories, their responses may have
been different. For example, some teachers may not generally make a distinction
t,etween 'extremely important' or 'essential', but when asked to rate leadership skills
in one or the other category, a proportion of those who responded in the 'extremely
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important' category may have responded in the 'essential' category when confronted
with specific choices.
Table 12.2
Teachers perception of importune•! of leadership skills

Importance of leadership skills

No. teachers

Percent

Essential

I

5%

Very or extremely important

12

60%

Important

7

35%

Total

20

!00%

Each of the teachers interviewed referred to the importance of one or more
specific leadership skills (such as being assertive, confident and articulate) with
regard to their role as teachers. However, it was not possible to isolate the skills
identified by teachers and relate them to a particular teaching role. Rather, one
leadership skill or a combination of the three, were regarded by teachers as important
for them to play a leadership role in particular situations. As common themes
emerged in the situations described by teachers, it was possible to categorise them
into four roles: 1) communicate philosophy to others; 2) state /justify own view; 3)
ensure inclusion in whole school planning; and 4) resist pressure from others for
inappropriate practice (see Table 12.3).
Table 12.3
Roles identified by teachers as being influenced by leadership skills.

No. teachers

Percent

I. To communicate philosophy to ot!.ers

18

90%

2. To state /justify view

9

45%

3. To ensure inclusion in whole school planning

6

45%

4. To resist pressure for inappropriate practice

5

25%

Role
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It should be noted that the source for the information in the tables presented
in this chapter is from the interviews with 20 early childhOl)d teachers. Each table
may contain a sum that exceeds or falls short of a total of 20 teachers or I00 percent
for two reasons. The first reason is that some teachers included more than one factor
within their responses, and thus were assigned to more than one category, resulling in
the total number of teachers being greater than 20. The second reason is that some
teachers did not respond to particular questions, or the meaning of their response was
not clear, which resulted in the total number of teachers being less than 20.
The role identified most frequently by 90 percent of the teachers interviewed,
was the need to communicate early childhood philosophy to others. Typical
statements were:
A lot of people don't understand your philosophy and you really need
to teach them how it works for you (4:2).
Articulating your philosophy is very important when you come up
against people who are primary trained and think differently (11:2).
You have to be able to explain very clearly to parents where you are
coming from (16:2).
Another role identified by nine teachers was to state or justify one's point of
view. Examples of comments were:

If we are going to be taken seriously, then we need to be able to put
our view forward and state our case (2:2).
It can be hard because no one really wants to hear from you if it's not
relevant for everyone (4:2).

When you are receiving criticism from other staff members ... it's very
important to be able to articulate the reasons for why you are doing
things (15:2).
Ensuring preprimary staff is included in school planning and decision making
was also highlighted by six interviewees as a role requiring leadership skills. For
example:
[Leadership skills are] very important now it's whole school
considerations. If the school is going to consider the ECE area as far
as budgeting, school plans and development, it's important they
understand what's happening and why it's happening (3:2).
Being part of the whole school decision making and planning is
important and I think it's importam we say our piece and not just sit
back (7:3).
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With the Cun-iculum Framework approach, I think we have a lot to
offer and now is the time to have the confidence to have our say (8:2).
Five teachers viewed leadership skills as important to the role of resisting
pressure for inappropriate practice. For example:

If you can't tell people about what you're doing and why, then you
might end up being the sort of teacher. .. you wouldn't have wanted to
be when you first started out as doing things the ... developmentally
appropriate way. For example more worksheets or school readiness
that parents or principals want to sec (9:2).
In our school it was decided to focus on English ... writing. You can
imagine how appropriate that is for preprimary ... it was difficult to
stand up in front of the staff and say 'er well, no .. um' (10:2).
There seems to be an inconsistency between early childhood and
primary trained teachers in te1ms of what is good early childhood
practice [and we need to be] able to articulate that and work with that
in a professional way (18:2).
The 20 teachers interviewed perceived leadership skills to be important to
their role as teacher and viewed leadership in early childhood education as necessary
in order to: communicate their philosophy to others; state or justify their views;
ensure inclusion in school decision making; and to resist pressure from others for
inappropriate practice.

Importance of communicating philosophy
The early childhood teachers reported varied perceptions and experiences of
justifying or explaining their philosophy to others. Four teachers stated that they
couldn't be bothered, or were tired of explaining, or justifying their philosophy. For
example:
You do get sick of not so much explaining but defending my
philosophy to people who think you're a babysitter (5:14).
I guess I don't bother justifying my philosophy. I'm not going to
thrust my thoughts on someone else when they don't want it (7: 14).
I get a bit tired of it - with students and a new graduate next door,
you're constantly going over that stuff and I think you just get wom
out (12: 14).
Seven teachers emphasised the necessity or importance of being proactive
and continuing to explain or justify their philosophy. Some commented:
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If you're passionate about your profession, it's important you just
keep going and find different strategics that work ... You justify it
because people don't understand what you arc doing (3: 14).
l think you just need to be promoting [your philosophy] all of the time
otherwise they forget that you '1t there (4: 14 ).
Being an advocate for ECE shouldn't just be when things arc going
bad, or there's a big issue. We have to constantly do it all of the
time ... Prevention is better than cure (20: 14 ).
On the other hand, eight interviewees mentioned they could understand how
other teachers reported they were tired of explaining or justifying their philosophy.
Among the comments were:
I think you would feel very often that you were bashing your head
against a brick wall and just get on with your job (2: 14 ).
I can really understand why early childhood teachers distance
themselves from the school and are just happy to stay there (8: 14).
In a school where you don't have the support at the top and others
disregard totally what you say, it would be very hard. I have seen
some preprimaries fonn their little click and shut themselves off from
the school - probably in response to the fact they've had to do all this
battling and they're tired of it (IO: 14).
From another perspective, nine teachers stated that, in practice, they never or
rarely experienced the need to explain or justify their philosophy. Two of these,
cited the reason was their status as new graduates. One teacher commented:
I haven't really had to talk about it. I haven't developed in that area
yet as I've only been out a few months (6:14).
Other comments from teachers were:
I haven't had to justify my philosophy ... no one hassles me about that
(13:14).
I haven't had much cause to explain or justify my philosophy (14:14).
I haven't really had anyone ask me to explain or really had anyone put
me on the spot so to speak (17:14).
Ten (50 percent) of the twenty teachers reported they were not tired of
explaining or justifying their philosophy. Five of these stated they were not tired of
communicating their philosophy because they had not needed to do so. Among the
comments were:
I'm not tired of it. I think it's really important but I've not had to do it
a lot (11:14).
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Being new to the profession, I'm fairly optimistic I can do something
in that area (2: 14).

I still enjoy telling people about why we do things because early
childhood philosophy is grounded in good ideas of how children
develop well (9: 14 ).
One teacher reflected on the issue of weariness from another perspcclivc with
the explanation:
I don't think I've got tired yet but. .. a bit frustrated or a bit fed up ... a
bit disappointed. Early childhood has been a part of the school for a
long time now. We've got the documents to show what is good early
childhood practice but you've still got to justify to other teachers. The
department tells us what to do as good practice but it is taking it away
in another breath with expectations like reporting (18: 14).
Table 12.4 presents a summary of teachers' perceptions or experiences of
explaining or justifying their philosophy to others.
Table 12.4
Teachers' perceptions /experiences of explaining /justifying their philosophy to
others.

No. teachers

Percent

I. Tired /can't be bothered to explain/justify

4

20%

2. A need to explain /justify

7

35%

3. Understand others' tiredness

8

40%

4. Rare need to explain

9

45%

5. Tired /can't be bothered to explain/justify

4

20%

Perception /experience

Within their responses, some teachers made further observations that were
personally reflective, with respect to their own abilities. They commented:
At this school, from day one parents have wanted me to justify what I
was doing so I've had to go back and reflect from the beginning why
I'm doing something and be able to articulate to professionals ... and
through practice, I've become better (3: 14).
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I think I'm becoming better at mticulating it because more network
meetings arc happening and early childhood teachers arc talking more
about their philosophy and it's getting easier to Lalk about it (17:14).
I suppose it's not until recently that I've probably got tougher and
more vocal at meetings than I used to he ... I've spent quite a few
years trying to be nice about it (18: 14).
These teachers repo11ed that their experience and practice at articulating and
communicating early childhood philosophy has helped them become more adept at
it. However, it must also be noted that not all teachers reported that experience and

practice has helped them become better al articulating early childhood philosophy.
This issue is discussed further in the following chapters.

Ideal and real perceptioni,,
Inconsistencies emerged in teachers' responses with regard to the importance
and necessity of explaining and communicating their philosophy. The twenty
teachers agreed leadership skills were necessary in order to communicate their
philosophy to others, and to take a stand on important issues. Similarly, when asked
what they thought about some teachers perceiving no need to communicate their
philosophy, all of the twenty teachers interviewed agreed there was a need.
However, this is in contrast to other responses dealing with their actual experiences
in explaining or justifying their philosophy to others. In practice, nine teachers
reported they had never or rarely experienced the need to explain or justify their
philosophy, while four reported they were tired of or could not be bothered to explain
or justify it. It seems this view is a !"eality for some teachers but when asked to
respond to the proposition that some teachers say there is no need to communicate
their philosophy, all twenty teachers stated they believed there was a need. This
contradiction may indicate that while all teachers agree in theory (or ideally) that
there is a need to communicate their philosophy, due to constraints, this need may
not be realised in practice by all teachers.
Returning to the consensus from teachers of the need to communicate early
childhood philosophy, sixteen (60 percent) teachers perceived there is an unqualified
need, while four perceived a qualified need. Among the comments from teachers
who perceived there is a definite need to communicate their philosophy were:
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I. think there's a great need to communicate it - without that we are
going to go backwards ... a lot of play is leaving the classrooms. We
could become very formal at our sChool if we didn't speak ·up for
ourselves (8: 15).
Sometimes I think if you don't know anything ... or think you know
everything about a subject, you won't ask about it. .. thc way the
school is ran as a whole, if you want resources or finance, you have to
justify why. I'd see that as ongoing. If you disagreed with some of the
things happening then it's another reason you have to justify .. .lf
people don't need to justify, maybe they aren't taking an active p,1rt in
the school (3: 15).

I':_
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If it's a staff meeting and it's a whole school issue you're deciding on
then you need to make your philosophy known ... they might not ask
for it but you just have to use your initiative and say, well this is going
to blend well for us or it's not and these are the reasons why ( 17: 15).
I'm sure you cat: go through life without doing it but they learn from
us and there's definitely a need for it (20: 15).
It is interesting to note that, in essence, most of these teachers emphasised the
importance of being proactive in communicating early childhood philosophy. They
also suggested that other teachers who perceived there is no need to communicate
'
'
their philosophy may be passive members of staff with comments such as "rriaybe
they aren't taking an active part in the school" (3:15). The four teachers that
perceived there was a qualified need to communicate their philosophy reported that,
while they believed it was necessary, they were never or r3rely asked about their
philosophy, and would communicate it only if they saw a, need. Their comments
included:

If you can see that someone has obviously got a very vYrong idea,
there is a need but I don't often come up against that (14:15).
Generally, I wouldn't [communicate my philosophy] unless I felt the
need. Certainly at a staff meeting or [professional development] I
wouldn't ·oecause everyone wants to get out as quickly as possible and
I don't want to delay people (7:15).
One may infer from these comments that the four teachers are passive or
reactive (rather than proactive) in communicating early childhood philosophy. It is
interesting to note that only one of these four teachers reported a lack of confidence
in explaining or communicating her philosophy. As three out of the four teachers
reported to be confident in this area, it may be the case that these teachers have
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become disillusioned and detached as a coping mechanism (Duke, 1994) in response
to others' disinterest in, or lack of value placed on, early childhood education.
Further insight into teachers' perceptions of their leadership role with regard
to communicating early childhood pedagogy and philosophy can be gained by

examining metaphors contained within the responses. For example, many teachers
painted images of battle, or even war, when describing the constraints they faced in
communicating their philosophy to others. They spoke in terms of: 'lots of forces
working against us' (2:20); 'constant battle of situations' (12:7); 'copping a lot more
flak' (17:2); 'thrash out things ... it's really blown me away' (9:13); 'have to
fight. .. not get sucked in' (7:4); fight for something ... battled through that year'
(12: 17); 'had a run-in with the principal' (5:3); 'I was gung-ho and keen to get in
there' (4: 14); and [support of colleagues] 'gives you ammunition' (2: 11 ). Similar

perceptions were also cyident within the responses in Section C of the questionnaire
(Phase One). For example, 'ECE is very much under threat' (Q139:d) and 'fight to
be included in school things' (Q248:d).

As an aside to perceiving themselves in a situation of 'battle or war', many
teachers also revealed a sense of frustration or helplessness in their comments.
Examples of such expressions include: '[bashing /hitting] your head against a brick
wall' (2:14, 12:3); 'trying to keep on top of things' (17:12); 'a bit frustrating' (4:9);
'intimidated ... this overtakes your life' (6:5); 'put it in the too hard basket' (14:20);
'there's continual brick walls' (18:2); 'I wouldn't waste my breath' (Q204:d): 'ECE
teachers can advocate all they like but they will be dismissed' (Q89:d); 'I get tired of
constantly justifying what I do and that it is important' (Q36:d); and 'we can only do

so much' (Q 118:d). For some teachers, feelings of frustration or helplessness are
coupled with a reluctance to communicate their philosophy due to sensitivity to
others' views. For example, 'you don't give the impression you are preaching to
people' (l:3)'sometimes you think before you say something just in case you step on
someone's toes' (4:2); 'I don't want to delay people' (7:15); 'you don't want to

encroach on anyone' (IO: 13): 'its very hard to encroach on staff meeting time'
(13:12); and 'appear to be standing on a soap box ... people don't like things
constantly told to them (Q50:d).

Whilst some teachers have expressed a sense of helplessness or reluctance
within their situation of battle in communicating early childhood philosophy, other
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teachers have expanded their expressions or battle with assertive action. For
example, 'speak up loud and clear' (2:20); 'stand up for what you believe in' (2: 17);
stand up and be counted (7: 17); 'shout loud enough so they'll listen (8: 18); 'jumping
up and down ... digging heels in' (16:8); and 'we need lo stand up and be heard'
(Q7 l :d). Some teachers too, indicated that they realise the need for persistence in the

arduous task of communicating their philosophy through the use of expressions such
as 'keep plugging away' (2:11); 'chipping away' (3:11); and 'keep pushing it,

pushing the barrow' (7:20). Hence with regard to communicating their early
childhood philosophy, some teachers perceive themselves to be reluctant or helpless
participants in a battle, while others see themselves as willing participants prepared
to go into battle for what they believe in.

Viewed in light of the findings from Phase One of the study, one may infer
that the number of teachers who were proactive and prepared to 'do battle' in the
name of advocacy would be the minority. For example, in Phase One of the study,
teachers reported that they found it 'hard' to say that they take a leadership role, or
that they encourage the principal to support their early childhood philosophy.
Teachers reported that they found it 'hard' to say they were confident public speakers

about early childhood education and that they made sure they were included in
school decision-making. They also found it 'hard' to say that they tell the principal
about their early childhood philosophy, or that they help the principal to acquire

more knowledge about early childhood education. Thus it is hard to imagine that
these same teachers would find it easy to be proactive in advocating for early
childhood education and appropriate programs.
This chapter h,.s investigated the experiences and related perceptions held by
20 early childhood teachers towards leadership in early childhood education, and

addressed research question one. The findings indicate that the teachers agreed that
leadership skills such as being confident, assertive and possessing the skills to
articulate and communicate early childhood philosophy are important to their role as
teacher. The teachers also agreed that there is a need to communicate their
philosophy to others. However, it appears that in practice, some teachers may fail to,
or experience difficulty in, articulatit1g and communicating their philosophy. This
supports the finding from Phase One of the study that early childhood teachers find it

easier to hold ideal rather than real views of specific aspects of their leadership.
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The nexl chapler invesligates the factors that teachers reported enhance or
constrain their leadership abililies with respect lo articulating and communicating
early childhood philosophy to others.

;,

,
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CHAPTER THIRTEEN
PHASE TWO: INTERVIEW FINDINGS PART B - FACTORS
THAT ENHANCE OR CONSTRAIN EARLY CHILDHOOD
TEACHERS' LEADERSHIP ABILITIES.
This chapter investigates in greater detail the factors that were highlighted in
the open-ended question section of the questionnaire, and in doing so, further
addresses research question number two identified at the beginning of the study.
That is, What factors do kindergarten /preprimary teachers say enhance or constrain
their leadership abilities, in particular, their abilities to articulate and communicate
what they know and do as early childhood teachers? Interview respondents
explained in greater depth, the factors that either enhanced or constrained their
abilides to exercise their leadership roles. These factors are grouped under the
following headings: I) Intrapersonal and interpersonal skills; 2) Professional
confidence; 3) Others' understanding and respect; and 4) Time. The findings of
teachers' perceptions of these factors are reported in the present chapter and a
discussion of the findings is provided in Chapter 15.
The source for the information in the tables presented in this rhapter is from
the interviews with 20 early childhood teachers. Each table may contain a sum that
exceeds or falls short of a total of 20 teachers or 100 percent for two reasons. The
first reason is that some teachers included more than one factor within their
responses, and thus were assigned to more than one category, resulting in the total
number of teachers being greater than 20. The second reason is that some teachers
did not respond to particular questions, or the meaning of their response was not
clear, which resulted in the total number of teachers being less than 20.

Intrapersonal and interpersonal skills
The interviewees stated their interpersonal skills influenced their abilities to
communicate their philosophy to varying degrees. Most teachers' responses were in
tenns of rating the skills as 'important' or 'very irnpm1ant', while a few used such
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terms as 'a lot' and 'one hundred percent'. For the purpose of forming categories,
the terms 'a lot' and 'huge' were classed as 'very important', and the terms 'vital',
'everything' and 'one hundred percent' were classed together as 'essential' (see
Table 13.1).
Table 13.1
Importance of interpersonal skills to teachers' abilities to communicate their
philosophy.

No. teachers

Percent

Essential

5

25%

Very important

8

40%

Important

7

35%

20

100%

Importance of interpersonal skills

Total

When considering to what degree their personal skills affected how well they
communicated their philosophy, teachers tended to provide examples of
intrapersonal and interpersonal skills they believed to be important and situations in
which these skills were necessary. For example:
When you are feeling more confident you are more likely to interact
in a more effective way with people (1:4).
'·
The ability to be able to speak up in any situation is vital if you're
going to be able to put forward your philosophy (2:4).
You have to be able to talk to the parents and you have to be
approachable ... and structure it in ... the right language and simple
enough forthem to understand (11:4).
Interpersonal skills are very important especially working with
parents and outside agencies ... At meetings with the school psych,
physio and speech therapist ... l've had to say 'this is where I'm
coming from' .. .I needed confidence and the ability to put it in to
words they would understand (4:4).
It was possible to categorise teachers' views on the intrapersonal and
interpersonal skills they believed were important to their role, and the situations in
which they viewed these skills to be necessary. A summary of teachers' responses is
provided in Table 13.2. The skills viewed as most important by the majority of
teachers involved possessing self-confidence (75 percent), and the ability to be
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friendly and approachable (40 percent). The situations in which the majority or

teachers viewed these intrapersonal and interpersonal skills to be necessary, were
when relating to others (65 percent) and when defending or justifying early
childhood philosophy or pedagogy (40 percent).

One teacher raised the issue of the varying influence of interpersonal skills
depending on with whom you are workin5. She reflected:
I think my interpersonal ski.'ls are good, but if there's some sort of

resilience in the early childhood or junior primary section of the
school, I don't think my interpersonal skills are very strong (18:4).

Table 13.2

Intra/interpersonal skills viewed as important by teachers and situations in which
these skills are necessary.

Intra/interpersonal skills viewed as important

No. teachers

Percent

!. Confident

15

75%

2. Friendly /approachable

9

45%

3. Assertive

3

15%

4. Jargon free language

2

10%

5. Empathy

I

5%

!. Relating to others

13

65%

2. Defending /justifying

8

40%

3. Speaking up at meetings

2

10%

4. Dealing with outside agencies

2

10%

Situations when intra/interpersonal skills are necessary

One teacher highlighted the importance of sound intrapersonal and

interpersonal skills in order to be proactive in advocating for early childhood
philosophy and the profession. She commented:

I think we are going to voice our philosophy much more ... especially
with changes going to occur in the next couple of years. I can see we
are going to be more fonnaliscd - more like year one. In that case,
we're going to have to speak up loud and clear and it's going to be
quite difficult with a lot of forces working against us (2:20).
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In their responses, two teachers initially indicated they had not really thought
about the influence of interpersonal skills. One commented:
Good question. I don't think about it much. 1 just think about what l
want to do and just go for it (10:4).
The other teacher rc!lected:
I don't really know if my interpersonal skills are good or not (19:4).
Whilst in this instance only two teachers indicated that they had not reflected
on their interpersonal skills, a much greater proportion was evident when teachers
were asked, at the conclusion of the interview, whether participating in the process
had caused them to reflect on issues they would not normally think about in much
depth. Eighteen (90 perce~t) of the twenty teachers reported that participation in the
interview had caused them to reflect on some issues they would not normally have
thought about. Comments included:

In terms of confidence and leadership in expressing my philosophy,
I'm realizing there are deficits there (1: 19).
It makes me think about how well you perform "in these areas. Some
of the questions have made me wonder if I do use every avenue
available and put my message across (2: 19).

The leadership and the confidence I don't really think about- it just
happens orit doesn't (4:19).
You've made me realise that I need to do a bit more work in this area
(6:19).
You sort of bowl along week by week and do what you do and you
don't stop and think "Am I communicating well with my principal or
my parents", so yes it's made me stop and think (14:19).
You think you're fairly confident but in my responses to things I'm
not as confident or assertive as I could be (18: 19).
I was just thinking I was coasting along fine but haven't really sat
down and reflected about it - it's thought provoking (19: 19).
Two of the teachers believed the interview had not caused them to reflect on
anything new. One of these teachers revealed she had been forced to think about
such leadership issues when preparing to speak at a principals' conference.
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Professional confidence
Seven (35 percent) teachers reported that they did not feel confident to talk
about their philosophy, while 13 (65 percent) reported they did. Two of these 13
teachers added that they did not feel 'very' or 'super confident'. It was possible to
list and categorise factors that teachers attributed to their confidence from the
interview responses. These factors were relative to whether teachers rated
themselves as confident or not confident to talk about their philosophy (see Tables
13.3 and 13.4). It should be noted that although thirteen teachers reported to be
confident to talk about their philosophy, some attributed their confidence to more
than one factor, therefore, the sum of teachers is greater than thirteen.
Ten of the 13 teachers attributed their confidence to talk about the.early
childhood way of teaching to a belief in, or enthusiasm for, their philosophy. For
example:
I love it, it's a vocation for me and I think if you're enthusiastic and
you ooze it. .. it's much easier (20:16).
Because I agree with it and it makes sense. I believe it's true so I
guess that's why it's easy to say (11: 16).

Table 13.3
Factors attributed to teachers confident to articulate their philosophy.

Factor

No. teachers

I. Belief /enthusiasm for philosophy

10

2. Teaching /life experience

6

3. Knowledge

4

4. Ability to articulate

3

5. Personality

3

6. Familiarity

l

Six of the 13 teachers reported it was their teaching and life cxpcticncc that
aided their confidence to talk about their philosophy. Teachers commented:
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I'm confident because ... l'vc been teaching for so long and had
contact with other professions and had to talk about what I do and
why (3: 16).
Coming from a teaching family, I grew up with it and this is what I
know, it's what my family docs and confidence comes from that too
(10: 16).
Four of the 13 teachers attributed their confidence to knowledge. For
example: "My four years ECE training and keeping up with things helps" (4: 16).
The ability lo speak lo people and articulate what they believed reportedly made ii
easy for three teachers to communicate their philosophy. They commented:
I find speaking to people quite easy. I find speaking easier than
writing so I think that flows into being able to talk about my
philosophy (2: 16).
Being reasonable at being able to articulate those things makes it
easier (18:16).
Three teachers attributed their confidence to their personality type through
such comments as:
You basically are like that or you're not (20: 17).
I've always been outgoing, talkative ... a confdent person and having
a high self esteem (16:16).
It's my personality type I think (9:16).
Another factor mentioned by one teacher was that confidence came from
teaching in the same school for "so long" and being familiar and comfortable in that
environment (3: 16).
Not all teachers reported that their experience, knowledge and a belief in
early childhood philosophy was enough to boost their confidence. Of the seven
teachers who reported that they were not confident in communicating their
philosophy, five attributed this to their general lack of self-confidence. Among the
comments were:
The more I go through this interview, the more I realise I'm not
[confident] (1:16).
At this stage, I don't feel confident (6:16).
I'm not one who steps up and puts my ideas forward readily. I need a
bit of encouragement to du thal ( 14: 16).
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Four of the seven teachers who rcpo1tc<l they were not confident, believed a
lack of articulation skills influenced their ability to talk about their philosophy. Two
commented:
Whilst 1 knff why I'm doing something internally .. .J'm probably not
as good on actually explaining that as 1 should be - I don't think I've
got enough confidence to do that well (I: 16).
The proper terms don't just roll off my tongue so I don't find it easy
in that respect (13: 16).
One teacher also reported that a lack of practice made it difficult to talk about
early childhood philosophy. She commented:
I just think you get out of practice and you lose acknowledgment of
what you do and what you are able to speak about (12: 16).
It should be noted that this teacher highlighted a distinction between
experience in terms of the number of years teaching experience and the amount of
time actually spent articulating early childhood philosophy. This teacher had 13
years teaching experience yet believed she was less confident to communicate her
philosophy now "because of less practice at it and maybe loosing the vocabulary that
goes with it". She went on to say:
I've just got on with the job now and after so m: ·,\. :,'( ars you're just
doing what you're doing. I don't consciously thir1 _d,,1ut it I suppose
(12:16).
Two teachers pinpointed change in education as a source of influence on their
ability to communicate early childhood philosophy. One commented:
I don't feel particularly confident to talk about my
philosophy ... there's been a lot of changes, there's different
expectations on teachers now than when I first started teaching and I
think that all tends to erode your confidence (15: 16).
Table 13.4 provides a summary of factors that teachers attributed to their lack
of confidence in communicating their philosophy. It should be noted that although
seven teachers reported to lack confidence in talking about their philosophy, some
attributed more than one factor to their lack of confidence, therefore the sum of
teachers is greater than seven.
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Table 13.4
Factors altributed to teachers not confident to communicate their philosophy.

Factor

No. teachers

1. Lack self-confidence

5

2. Lack articulation skills

4

3. Coping with change

2

4. Lack practice

I

Lack of confidence in situations
The teachers reported various situations at school in which they lacked
confidence. A summary is presented in Table 13.5. Three teachers stated that they
did not feel they lacked confidence in any situation in their present circumstances.
However, two of these teachers mentioned one situation each where they had lacked
confidence in a previous school. For example:
When I first started teaching, it coincided with moving on site and
there was some antipathy and disparaging remarks like 'they just
play' and 'it's a waste of time and resources' .. .I don't really have any
situations where I lack confidence now (19:5).
Four teachers each identified three situations in which they lacked
confidence. The first situation was where teachers lacked articulation skills to
explain or justify their philosophy. Examples of comments were:
I did my BEd three years ago but it wasn't early childhood based
so ... I do believe I've lost the skills to verbalise [my early childhood
philosophy] (12:5).
I find it really difficult to talk about early childhood by using
terminology and nmmal words that just seem to flow off other
people's tongues so easily (13:5).
The second situation identified was when a person in a position of power or
authority did not value or support early childhood education. For example, one
teacher commented:
I was having problems communicating with the female deputy, the
role of prcprimary and I felt intimidated by the way she confronted
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me and dealt with me ... her attitude to me was based purely on the fact
l was an ECE teacher ( l 7:5).
This issue of power was also highlighted when two leachers reported that
they lack confidence when they are being watched critically. One teacher recounted
her experience of:
Being treated like something from Mars with the principal constantly
coming in to see what I \l'as doing. The more it happened, the worse
my confidence was (7:5).

Table 13.5
Situations at school in which preprimary teachers reported they lacked confidence.

Situation

No teachers

I. Lack articulation to explain /justify

4

2. Person in power /authority doesn't support ECE

4

3. Primary Vs preprimary

4

4. Conflict with parents

3

5. Whole school meetings

3

6. Youth /lack experience

3

7. Under critical observation

2

8. Disparaging comments

2

9. Speaking to large groups

2

10. Caught unawares /unprepared

2

11. In company of articulate people

l

12. Assistant been at school 20 years plus

1

13. Implement change without support

1

The third situation in which teachers reported that they lacked confidence was
the perception of a 'them and us' situation, with the primary section of the school
versus the preprimary section. One teacher commented:

182

When there's one of me and eight of them - when you have a votl! on
something and you might feel strongly about [it] and you'll be the
only hand and there's seven voting the other w_ay (_8:5).
Three teachers each identified three further situations. The first was in
situations of connict with parents. Included in the commcnh by teachers were:
I find it very difficult when I have to confror.t a parent about a
problem (16:5).
Some parents don't like what you do ... some parents complained to
district office that I didn't teach the alphabet (10:5).
In the second situation of whole school meetings, teach~ :r reported they
lacked confidence with comments such as:
Those big staff meeting things - I feel totally intimidated (6:5 ).
I lack confidence in staff meetings when all the infonnation given is
years one to seven, like ECE people don't exist (8:5).
In the third situation, youth or lack of experience was highlighted by teachers
with comments like:
I feel totally intimidated when you're with other professional people
who have been out for 20 years plus and I'm a graduate (6:5).
Disparaging comments made by others about the preprimary section of the
school and speaking to large groups were also situations in which two teachers
reported they lacked confidence. Another two teachers reported they lacked
confidence "When you're caught on the hop or unawares" (2:5). One explained in
more detai 1:
When I was asked to give a rundown of what we were doing ... and it
was put upon me rather suddenly and I didn't know quite what to say
(14:5).
One teacher reported feeling intimidated in the company of articulate people,
while another teacl!';r reported that she lacked confidence when beginning to work
with an assistant who had been at the school for more than 20 years and very set in
her ways. Another teacher also highlighted the situation of implementing change
without support with the comment:
I lack confidence when new things arc brought in and you don't think
you've been given enough time or instruction or in·scrvicc on how to
work through them (9:5).
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Confidence in situations
Teachers reported various situations in which they felt most confident at
school. Table 13.6 presents a summary of these situations. The most common
situation in which teachers reported feeling confident was when they received
positive feedback, respect ;:md recognition for their efforts. Examples of comments
were:
If someone says you arc doing a good job, it gives you confidence
(7:6).
Being treated as part of the school and as a respected teachcr ... in this
school we are given many opportunities to take on leadership
roles ... and I think confidence at the moment is increasing quite
rapidly (17:6).
Six teachers cited their confidence arose from particular teaching
achievements. For example:
When I offer my services in other classrooms for a hands-on approach
that aren't set up for it - like the year one room, and when it works that makes me feel confident (8:6).
When things have been organised like incursions where the principal
has been invited to watch, that have gone extremely well - they can
see how well we can do things down here (15:6).

Table 13.6
Situations at school in which early childhood teachers reported feeling confident.

No. teachers

Percent

I. Feedback /recognition /respect

8

40%

2. Teaching achievements

6

30%

3. Rapport with staff

4

20%

4. Company of like minc'.ed people

3

15%

5. Being prepared

2

10%

6. Possessing knowledge

1

5%

7. Parent support

1

5%

Situation

184

Four teachers stated that having rapport with staff, feeling comfortable with
them or knowing them on a personal basis helped them feel confident, as d1J being in
the company of like minded people (reported by three teachers). Two teachers stated
they felt confident when they were prepared in their work and one tcachcrcach, said
that their own knowledge and parent support gave them confidence.

Others' understanding of nml respect for early childhood philosophy
This section presents the findings of early childhood teachers' perceptions of
the degree of understanding of early childhood philosophy held by the principal,
children's parents and other teachers in the school. The findings include early
childhood teachers' reported experiences and their views on the impact the level of
understanding held by the principal, children's parents and other teachers in the
school, has on their abilities to communicate early childhood philosophy.

Principal's understanding
Eighteen (90 percent) of the twenty teachers interviewed believed that in
general, principals do not understand or value early childhood education. Among the
comments were:
Most p1incipals don't value it because they don't understand it (3:8).
Principals don't understand where we come from and I think it's their
background and training (8:8).
A lot of principals I've had have admitted they don't know anything
aboutECE(ll:8).
Three teachers suggested the reason principals did not value or understand
early childhood education was their Jack of knowledge or training in the field. Two
teachers stated the personality or leadership style of principals affected how well
they communicated their philosophy. They revealed:
This principal was very authoritarian and wasn't in to taking up
people's ideas and not a very communicative person (5:8).
I had another principal who was very demanding and critical and I
think it has a huge effect on how you feel about your teaching and the
morale of the whole school and everything (14:8).
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As a polarisation to the negative experiences, seven teachers also reported
they had worked with principals who were supportive and interested. One teacher
stated:
Another principal was really supportive. He visited and the children
knew him. He acknowledged the good things that were happening and
suppo11ed you in decisions. He didn't really have much of an
understanding ... but he was willing to be part of it (4:8).
Two of the seven teachers who reported positive experiences with principals
believed there had been increasing support over the years. One teacher suggested:
I think they arc valuing ECE more ... with all the documentation K12 ... even if it's a numbers situation where they're just boosting
school numbers and getting more allocation for administration (20:8).
Further analysis of responses revealed indicators which teachers believed
showed whether principals did or did not understand or value early childhood
education. Nine teachers suggested that a lack of involvement or interest indicated
principals did not value early childhood education. Typical comments included:
One principal I had didn't even want to know about preptimary and in
fact I had to direct any queries or problems I had to the deputy (10:8).
The principal often says - "I don't really know what you do up there
but it seems to be okay because I haven't had any complaints" (14:8).
A few stand at the door and don't want to come in, in case they get
some paint on their suit (4:8).
Three teachers believed that principals failing to support requests for
resources indicated a lack of understanding. For example:
Many principals have no idea of the expenditure of preprimaries and
that it's just a different type of learning and therefore very reluctant to
give away any funds (20:8).
My last principal didn't value ECE at all. I wasn't allowed to have a
sandpit or water trolley (5:8).
Two teachers suggested that the way some principals went about achieving
their goals within the school often indicated they did not understand or value early
childhood education. One teacher stated:
I think there's a new set of principals coming through the schools that
are administrators. Their main emphasis is' climbing the ladder and
they come into the school to get brownie points and they'll get them
anyway they can ... it's like totally losing focus of the needs of the
children (8:8).
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Forgetting about, or excluding the preprimary from whole-school activities or
decision-making was an indicator highlighted by two teachers, as was the principal
placing more priority on the upper primary grades in the school. One teacher
commented:
You fade into the background because there's always something much
more urgent or important (9:8).
One teacher stated that a principal who did not listen to what they were
saying did not value early childhood education, and another teacher believed her
principal's actions were not congruent with what he espoused. She reported:
While he professes to be supportive, by some of his actions I don't
really feel that he is. If there's a job to be done at the school, he rings
for my aide ... He sees early childhood as really playing and whether
you've got people there or not isn't really important (2:8).
Other teachers identified indicators that principals did understand or value
early childhood education. Four teachers believed that if principals showed interest
or gave support to the program, they valued early childhood education. One teacher
suggested:
The interest shown in what you do indicatf;s whether early childhood
is valued. Coming down and talking to you, coming to meetings seem like small things but they are really important when they are
added up (15:8).
Two teachers believed that principals who listened to them '.;hawed they
valued early childhood education and another two teachers suggested an indicator
was if the principal was keen to be involved and learn about preprimary. One
commented:
I've had three principals in three years and they've always been great
towards early childhood and if they don't know much about ECE they
admit it but seem really willing to learn (13:8).
Table 13.7 presents a summary of the indicators which early childhood
teachers believe show whether a principal does or does not value or understand early
childhood education.
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Table 13.7

Perceived indicators that a principal does or docs nol value /understand early
childhood education.

Indicators principal does nol understand /value ECE

No. teachers

Percent

..
.

:..-

45%

l. Lack of interest /involvement

9

2. Lack of support for resources

3

15%

3. Ambitious goals at expense of children's needs

2

10%

4. Forgetting /exclusion

2

10%

5. Upper grades priority

2

10%

6. Does not listen

I

5%

7. Incongruous actions

1

5%

1. Interest /support

6

30%

2. Listens

2

10%

3. Willing to learn /be involved

2

10%

Indicators principal does understand /value ECE

In addition to reporting that principals do not understand or value early
childhood education, six teachers highlighted in their responses that the onus was on
them to counter the lack of understanding or value principals placed on early
childhood education. Comments included:
If you have a principal who was very arrogant and not interested, it
would be hard work with them but I think you just have to chip at it
(3:8).

If you shout loud enough they will listen (8:8).
If you get in there and say this is important and justify why, then they
look at you as if you know what you are talking about (11:8).
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Parents' understanding
The early childhood teachers interviewed, held various perceptions of the
proportion of parents who do not value or understand early childhood education.
Teachers were not asked to respond in a specified category, however, proportions of
'some' 'a lot' and 'most' emerged as teachers explained their perceptions and
experiences with regard to the proportion of parents who do not understand early
childhood education. A summary of responses is contained in Table 13.8.
An observation made by three teachers highlighted a possible difference in
attitude between parents of high and low socioeconomic areas. One teacher stated:
Where I was with four-year-olds, parents are more involved in their
child's education but here it's a bit of a lack of confidence in parents
themselves. They might have had a lack of education so they could
appear not as interested, but it may be that they did not have a good
experience at school themselves so they're a bit reluctant to be a part
of it (11:9).
Table 13.8
Early childhood teachers' perception of the proportion of parents who do not value
/understand early childhood education.

Proportion of parents

No. teachers

Percent

Some

13

65%

A lot

2

10%

Most

5

25%

Total

20

100%

Analysis of responses revealed indicators which teachers believed showed
whether parents did or did not understand or value early childhood education. Ten
(50 percent) teachers stated parents did not value early childhood education when
they held the view that it was just a play or babysitting situation. For example, one
teacher commented:
There are a certain amount of parents that think - great you 're looking
after them for five days a week. That's fantastic. Now they arc in the
system, they are off my hands (8:9).
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Seven teachers believed that a parent's attitude or lack of interest indicated
they did not understand or value early childhood education. For example:
Parents don't have the same commitment to being on time or
attending regularly as the rest of the school. They wouldn't do it in
year one up because that's when they <lo the 'real .stuff' (7:9).
Sometimes when you refer the child to professionals like speech
therapists, l have had parents say- 'Oh it's a waste of time' (13:9).
There's always going to be a certain element that really aren't that
interested and are waiting for the more important things to happen
with their child like fonnal schooling ([5:9).
Three teachers believed that parents' expectation of more fonnal learning in
the preprimary years indicated they did not understand early childhood education.
For example:
Sometimes you get the pressure they want a more fonnal situation and
more year one-ish work coming out of the door every day ( 19:9).
Two teachers suggested some comments made by parents were also
indicators of a lack of value placed on early childhood education. For example:
A lot of my parents are teachers but they have no idea of the work I
put in. On my parent ni3ht, one of the parent teachers - primary
trained said- 'Do they actually learn anything here?' (6:9).
The other teacher reported that at one parent meeting "we asked for ... a swing
set and the comment was made- 'Don't you think they should spend that money on
books instead?' (16:9).
Among the responses were three indicators that teachers believed showed
parents did value and understand early childhood education. The first was parent
support which was identified by four teachers. For example, one teacher
commented:
They are actually valuing the topics and activities we are doing. They
bring in things to support the program (5:9).
The second indicator-parent interest - was highlighted by one teacher with
the comment:
They are eager to be involved, they want to understand where their
child is at and what they are doing ... They are interested and want to
ask questions (8:9).
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The third indicator identified by one teacher was parent appreciation. She
reported:
The majority of parents I've had dealings with have valued ECE and

most have been extremely appreciative of the job you're doing and
what's happening in the prcprimary (15:9).

A summary or indicators identified by teachers is presented in Table 13.9.
Table 13.9

Perceived indicators that parents do or do not value /understand early childhood
education.

Indicators parents do not value /understand ECE

No. teachers Percent

View as play /babysitting

10

50%'

Attitude /lack of interest

7

35%

More formal expectation

3

15%

Comments

2

10%

Support

4

20%

Interest

1

5%

.1

5%

Indicators parent do value /understand ECE

Appreciation

As with the situation of principals who lack understanding of early childhood

education, nine teachers highlighted in their responses that the onus was on them to
address the lack of understanding or value parents placed on early childhood

education. Suggestions were made to do this through communication and education,
using such strategies as meetings, newsletters, portfolios and informal methods. One
teacher concluded "you've got lo tell them. Unless you do they think it is just play"
(20:9).
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Other teachers' understanding

Eighteen (90 percent) of the twenty teachers reported that other teachers in
the school did not understand or value early childhood education. However, it was
not possible to detennine from the responses, the proportion or other teachers
perceived to value or not value early childhood cducatio11. Only three of the 18
interviewees assigned proportion of 'some' or 'a lot' to other teachers, the remainder
spoke in terms of [other teachers] - 'definitely don't', 'totally true', or 'absolutely' don't understand or value early childhood education. However, one may infor from
these absolute tenns that these early childhood practitioners are generalising and
referring to the majority, if not all, other teachers. Two interviewees believed that
attitudes were changing and other teachers were becoming more aware as they were
exposed to documents such as the Cuniculum Framework and current research on
learning in the early years.
Two of the early childhood teachers reported that they had not experienced
other teachers' lack of value or understanding of early childhood education. One
raised the possibility of there being a difference in attitude between small and larger
schools with the comment:
I haven't found that [other teachers do not value or understand ECE]
but I've only ever worked in small schools. From other people I've
heard it may be different in larger schools (13:10).
Two interviewees suggested that while other teachers in the school may not
understand, it does not necessarily mean that they don't value early childhood
education. One other interviewee questioned the expectation of other teachers
understanding early childhood education with the statement:
I think other teachers don't value it but they know what hard work it
is and go - 'oh God as long as it's not me'. It's a big ask to expect
them to understand us when I'm not prepared to learn the year three or
four curriculum and understand how it works (9: 10).
Some interviewees suggested reasons for, or factors that contribute to, a Jack
of understanding or value placed on early childhood education by other teachers in
the school. Three interviewees suggested a lack of knowledge or experience in early
childhood education were contributing factors. For example, one commented:
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I thii~·i there's always going to be that element in the staff where
they've had no experience in early childhood and they don't really

know what goes on. Therefore, they don't think about it. They're not
terribly interested I think ( 15: 10).

·

Three teachers suggested ii contributing factor was the difference in training
and corresponding philosophies between the primary and early childhood years. One

teacher revealed:
Before I was an ECE teacher, I was a middle primary teacher and I
didn't realise the extent of ECE before I did my training. So I guess
there would be a lot of teachers like that (5: 10).
Another teacher highlighted the difference between primary and early
childhood philosophies with the comment:

When you ... try to fit into the formalised primary situation, you're
actually coming in on the back foot and there are times when you've
actually been talking double Dutch to someone who just doesn't have
that [early childhood education] framework behind them (12:5).

Analysis of responses revealed perceived indicators that other teachers did
not understand or value early childhood education (a summary is provided in Table
13.10). No indicators were identified that showed other teachers did understand or

value early childhood education.
Table 13.10

Perceived indicators that other teachers do not understand or value early childhood
education.

No. teachers

Percent

1. Comments from others

17

85%

2. Priority higher grades

3

15%

3. Lack of interest

I

5%

Indicators

Seventeen (85 percent) interviewees believed that some comments made by ,
other teachers in the school indicated they did not understand or value early
childhood education. For example:
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I've heard the comment - "! need a break from teaching, I might try
preprimary for a while" - they presume there i.1, not the same depth of
professionalism (l: JO).
Year one teachers have said to me - "you don't know what real
learning is about. When they come to year one they really start to
learn" (3: JO).
.
You get a lot of jokes ... you know ... playing in the sandpit, you get a
day off, or you ·r~ lucky you get a teacher assistant. So generally we
aren't valued by a lot of primary trained teachers (18:10).
Eight of these early childhood teachers reported that other teachers who
perceived early childhood education was just about playing or babysitting, indicated
they did not value or understand it. For example, one teacher commented "Some
teachers think you're just down there playing and it's all good fun" (16: 10). Three
interviewees referred to the culture in some schools that placed greater importance or
priority on the higher grades. One commented:
It's the nature of the world where people don't value younger
children. It seems that things happening in the upper school are more
critical (9: JO).
Four of the 20 teachers interviewed reported they believed that they had some
part to play in educating other teachers in the school. Among the comments were:
I think you really need to show off and promote what you do (4: 10).
I think the more you talk about it and not be put off by any comments,
the more they understand (16:JO).
Invite them to any information sessions you have. Any handouts offer to them ... maybe if they read them it might develop some respect
(3:10).

Time constraints to communicating philosophy

Time was reported to be an issue for 18 (90 percent) of the 20 teachers
interviewed through such comments as:
Time is paramount (15:12).
There is always a shortage of time (3:12).
What time? There's no time. That's just a problem across the board at
the moment ... ! don't think anybody's got any spare time at all
(17:12).
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Two of the teachers stated that time was not an issue for them. They
explained:
I haven't had any instances where I've had to talk about early
childhood practice. The principal just leaves you to do what you have
to do so time isn't really an issue (11: 12).
It's not really an issue or time. I've got all these great philosophies but
I don't think anyone is interested in hearing them (5:12).
The interviewees were not asked to consider the principal, parents and other
teachers separately when describing the issue of time in regard to communicating
their philosophy. However, some responses revealed differences in teachers'
perceptions of time issues between the principal, parents and other teachers. Six
teachers reported that time was ar. issue for communicating with the principal with
comments like "The principal is very busy" (1:12) and 'There's always other
important issues he's dealing with" (9: 13). Three teachers stated time was not an
issue with the principal with comments such as:
There's always enough time to communicate with the principal
because we have our DOTI [Duties Other Than Teaching time]
(18: 12).
He's only a phone call away, time isn't really an issue (12:13).
Five teachers mentioned specifically that time was an issue when
communicating their philosophy to children's parents. Some commented:
With parents I probably should make more time but I tend to give it to
other things (10:13).
It's more a parent time factor than ours. I can be available for parents
but sometimes parents don't have time (9: 13).
With 27 children in the room you just don't have time to talk to
parents about why you are doing something and how play is important
(20: 13).
Six other teachers, while acknowledging that time was an issue generally,
stated specifically that time was not an issue with parents, as in the course of
teaching, it is necessary to make the time. For example:
Time is not really an issue with parents ... if you are committed you
just make the time to involve parents (8: 13).
You see the parents everyday so you can speak to them if you want to
(11:13).
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With parents it's mainly a lack of interest thing rather than time
' (5: 12).
Fifteen interviewees reported time was an issue when communicating their
philosophy to other teachers with comments such as:
With other teachers - that's probably the hardest one - we're all so
busy (18:12).
We arc all busy people and we all have a life outside teaching(l3:l3).
There's such time constraints it's almost impossible unless you sort
something out where everybody can get together after hours, which is
hard because everybody's got commitments (19: 13).
i:
For one interviewee, time was not an issue with other teachers. The comment
was made:
We actually have a staff meeting every week in this school so if
there's any concerns you can bring it up then, but I've never had to do
that (11:13).
A summary is presented in Table 13.11. Among the responses, reasons were
proffered by some teachers as to why time was an issue in communicating their
philosophy to others in the school. It was possible to group responses to form two
categories. The first category centred on the reason that everyone was so busy and
tired, there was no time or energy left to communicate their philosophy. Nine
teachers made such comments as:
It's really hard to communicate and I think you're so busy with your
own program that you don't sort of get time to think and when you do,
you should be putting it into family (6:12).
Most people just want to leave school at the end of the day ... you are
just too tired and exhausted and too many things are going on (8: 12).
There's so many demands on us (10:12).
We're all so busy just trying to keep on top of things (l 7:12).
The second category was formed with the reason that there is little
opportunity or no forum for teachers to communicate their philosophy to others.
Among the comments from eight teachers were:
Time is always an issue but we never talk to any one about early
childhood philosophy because there's not really a forum for it (9: 12).
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This year we've had extra meetings but il doesn't really give us time
lo talk about ECE things unless it comes up (4: 12).
Time is a big issue. To sit down and talk properly about an issue,
things have lo be planned (3: 12).
With other teachers there's very little opportunity (7: 12).

Table 13.11
Early childhood teachers' perceptions of the issue of time for communicating their
philosophy to others.

Communicating philosophy to

No. teachers time
is an issue

No. teachers time
is not an issue

Principal

6

3

Parents

5

6

Other teachers

15

1

Two interviewees suggested that rather than their own time issue it was an
issue of time for others or perhaps the Jack of interest from others. One commented:
Some people don't have the time or don't choose to make the time
and they don't consider this an important part of the school (7: 13).

Summary
This chapter has reported the findings on the perceptions of 20 early
childhood teachers of factors that enhance or constrain their leadership abilities. The
constraints reported by early childhood teachers included personal levels of
confidence and interpersonal skills; the lack of time and provision of collaborative
opportunities with other staff; the leadership style of the principal; and the lack of
understanding and support from the principal and children's parents. The antitheses
of these constraints were reported to be a source of supportive frameworks that can
enhance early childhood teachers' abilities to communicate their philosophy. The
teachers believed that their interpersonal and intraperson2.l skills influenced their
abilities to communicate their philosophy to the principal, children's parents and
other teachers in the school. The "i:eachers also reported that their level of
professional confidence and time constraints influenced, to varying degrees, their
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leadership ahilitics. The degree

or understanding and respect for early childhood

cdLication held hy the principal. children's parents and other teachers in the school
was reported as a major inllucnce on teachers' leadership ahilitics. A discussion of
these findings is contained in Chapter 15.
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CHAPTER FOURTEEN
PHASE TWO: INTERVIEW FINDINGS PART C- STRATEGIES
FOR EARLY CHILDHOOD TEACHERS TO COMMUNICATE
THEIR PHILOSOPHY.

This chapter investigates early childhood teachers' views on strategics to
explain their philosophy to others. and in doing so, funhcr addresses research
question three identified at the beginning of the study. That is, What strategics do
kindergarten /prcprimary teachers use to explain their pedagogy lo principals, staff
and children's parents? In addition, teachers' views on the best strategics to help
them develop stronger leadership skills arc examined. The strategics arc reported
under the headings of I) Educating others; 2) Overcoming time constraints: 3)
Increasing professional con fidcnce; 4) Developing leadership ski Ils through
professional development; and 5) Leadership skills in teacher training. The findings
of teachers· of teachers' perceptions of these strategics arc reported in the present
chapter and a discussion of the findings is provided in the chapter that follows.
The source for the infonnation in the tables presented in lh1s chapter is from
the interviews with 20 early childhood teachers. Each table may contain a sum that
exceeds or falls short of a lOtal of 20 teachers or I 00 percent for two reasons. The
first reason is that some teachers included more than one factor within their
responses, and thus were assigned to more than one category. resulting in the total
number of teachers being greater than 20. The second reason is that some teachers
did not respond to particular4ucstions, or the meaning of their response was not
clear, which resulted in the total number of teachers being less than 20.

Educating others
All but one of the twenty teachers interviewed proffered ideas on the hcst
way to educate others about early childhood education (sec Table 14.1 ).
Three strategics for educating others were identified by seven teachers. The
first strategy was talking and communicating and two teachers commented:
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Just keep t,liking ... whenever the situation arises ( 14: 11 ).
ll's almost like chipping away when you have the opportunity to talk
with others about what you're doing and why you're doir,g it (3: 11).
The second strategy suggested was to encourage involvement and issue
invitations. Com·incnls included:
Invite them in to sec what happens (I: 11 ).
[Try] to in\'olvc ithe principal, children's parents and other tcachcrs]
as much as possible, enrnuragc participation ( 15: 11 ).
The third strategy was to display or promote what early childhood education
is about "by just being really public about the things that we do. Making sure we
show displays of work and what children can do" ( 13: 11 ).

Table 14.1
Strategies 10 educate others about earlv childhood education.

No. teachers

Percent

I. Talking /communicating

7

35%

2. Invitations /encourage involvement

7

35%

3. Displays /promotion

7

35%

4. Information sessions /meetings

4

20%

5. Media

4

20%

6. Support from others

3

15%

7. Involvement in school planning

2

!0%

Strategy

Four teachers each suggested two further strategies. The first was to use
information sessions and meetings. For example:
Parent information nights and meetings where a bit of information is
thrown in (18: 11 ).
One way would be to explain at a staff meeting your philosophy how you do it and why you do it ( 16: 11).
The second strategy identified was through the use of media with such
comments as:
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TV snippets arc good to educate the community. Perhaps we need

more of that (9: 11 ).
There should be more g,ovcrnmcnt brochures - being advocates for

children (12: 11 ).
Through using mc<lia

~

local newspapers ( 17: 11 ).

Two teachers suggested the best way to educate others was to be invulve<l in
school planning. One commented:
We can educate them by becoming involved in school planning.
Piincipals arc giving teachers more leadership roles .. for the first time
prcprimary has hcen given the opportunity to be part of the process. A
few years agn. pr!..'primar~· wouldn't have had a look in - these roles
went to upper primary staff (8: 11 ).
As a part of the issue of educating others, a few teachers made further
observations. One commented that to educate others. you need support and
suggested "if you've got other Kor P teachers [al the school], doing it together is a
good way" (4: 11 ). Two other teachers believed such support was necessary from the
principal of the school. They commented:
I think it's got to start with the principal. .. for the principal to realise
that this is an important place where children learn (6: 11 ).
Admin could contribute by publicly valuing the ECE end of the

school (7:11).
When asked their thoughts on infonnal versus formal strategics in
communicating their philosophy to others, 11 tcachcrs (60 percent) concluded that
there needs to be a mix of inform::! and formal strategics. while eight teachers (.40
percent) believed informal strategics arc a more effective means to communicate
their philosophy to others. Among the comments made by teachers who preferred
the use of informal strategics were:
[The use of infonnal strategies] don't give the impression you arc

preaching to people ( I :3 ).
Informal strategics arc less threatcmng (10:3).
I would be more comfortable with informal (6:3).
We don't get much opportunity for fonnal strategics (12:J).
Comments from teachers who believed both formal and infom1al strategics
were necessary to communicate their philosophy included:
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lnfc-rmal an<l formal strat,.!gics have different purposes crnd you have
to look at what you want to achieve and use the best strau..:gy ( I 0:3 ).
Informal isn't enough, there needs to be a balance with formal ( 18:3 ).

Overcoming time constraints
The tcuchcrs interviewed suggested various strategics to overcome time
constraints in order to communicate more with the principal, parents and other
teachers. A summary of the strategics is presented in Table 14.2.

Table 14.2
Strategies to communicate early childhood philosophy to the principal, parents and

other teachers in the school.

Strategy

Communicating philosophy to

I. Principal

Appointed meetings

No. teachers

3

Chats

2. Parents

3. Other teachers

4. All parties

Meetings in /after hours

3

Newsletters

2

Planned meetings

4

Infonnal chats /visits

4

Common DOTI time

2

Open door policy

2

Infonnal methods

2

Two general strategies were proffered as a means to encourage
communication with all parties, that is, the principal, children's parents and other
teachers in the school. Two teachers highlighted the first general strategy of having
an open door policy with the comments:
With an open door policy, when I feel comfortable when they drop in
anytime and they feel comfortable and welcome is the best solution
forme(l:12).
I can't really sec a solution at all other than to have the prcprimary as
a very open place (13:13).
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The second general strategy suggested hy another two teachers was the use of
informal methods as being the most effective means of communicating your
philosophy. They commented:
Time is import.mt that's why it h11s to he informal (2: 12).
Informal ways arc the bcs1 ways (I: 13).
Three teachers also noted gencrully, that for communication to occur, the
other party must he receptive tu what you arc saying. For example:
Our year one teacher docsn 't want any interaction or collaboration
with us - you need them to be receptive to that. You've hoth got to
want to communicate about ECE (9: 13 ).

If there's a negative response to your desire to communicate, then you
tend not to in most cases ( 15: 13 ).
Concerning strntegies to communicate with the principal, three teachers
suggested making appointments or holding regular meetings as a strategy to
overcome time constraints. Another teacher suggested trying her strategy of "being
around after school and making myself available for a chat" (2: 13). A further two
teachers made the comment that when the necessity arose. they made time to
communicate with the principal.
Two strategies for overcoming the time issue with parents were suggested by
interviewees. Two teachers believed that communicating more w1th newsletters
would help. For example. one commented:
I have little involvement with parents. they don't come on roster. We
have to communicate more with lcancts about \vhat we arc doing and
why. More formal arrangements don't work (2: 13).
The other strategy suggested by three teachers was to hold parent meetings
after school hours if necessary. One teacher stated:
With parents it's always a matter of you make the lime. whether it's in
or out of school time because this is vital (15: 13).
Three interviewees stated they did not sec any ways to overcome the time
issue for communicating with other teachers in the school. One commented:
We are all hard pressed for time and you don't want to encroach on
anyone. I don't sec a way around time because therc·s just so much to
do and most teachers you talk to arc frustrated they aren't getting
enough time to teach and prepare exciting learning ex peticnces for the
kids ( 17''13).
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Four interviewees suggested that planned meetings were one way to
communicate their philosophy to other tead1crs. For example:

Use some time in staff meetings to report what 1s happening in the
ECE ar1,;a ... make it well planned and interesting to c11hers (3: 13).
\Ve have instigated a team tead1ing approach this year and we meet
fortnightly with junior primary tc,1chcrs to discus.'> issue.<. and how we
arc going to implement strategics as a team. It's workmg well (2: 13 ).
Another four of the teachers suggested the use of informal chats or visits to
communicate their philosophy to Jthcr teachers in the school. Among the comments
were:
I should make time to go across occasionally to make sure there arc
informal times for me to visit them and encourage them to visit me
(l:13).
We make a point of leaving the room at lunch time and going to the
staff room. even though it's still in the early childhood unit, I think
that's the best way you can discuss things ( 16: 13).
One further strategy suggested by two interviewees was to use Duties Other
than Teaching Time (DOTI) to communicate with other teachers. One teacher
highlighted the importance of collaborating with other 1cachcrs m 'school time' with
the comment "common DOTI time is important in schools" (4: 13 ).
Four other teachers suggested that time should be provided within the school
day for opportunities to communicate with others in the school. For example:
Recently our principal \Vas enlightened to prohlems between the
philosophy of ECE and year one. He was spoken to many times and
finally realised that if we \vcre to move ahead and everyone \\·ork
together there had to he time made. So he gave us a whole morning

(3: 12).
If you're not given time you won't actually do it [communicate
philosophy] because you arc just too tired and exhausted and too

many things arc going on (8: 12).

Increasing professional confidence
Teachers suggested various ways to increase professional confidence. A
summary of responses is shown in Table 14.3.
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Tal>Jc 14.3

Early childhood teachers' views on how professional confidence can he increased.

How confidence ( .m hr> incrcasc<l

No. lcachcrs

Percent

I. Recognition /fccdhack /respect

11

55%

0

7

35%

3. Relevant professional development

5

25%

4. Knowledge

2

IO'X,

5. More Public Relations

2

10%

Interaction with peers

6. Experience /maturity

5%

The most common response to the question of how a teacher's professional

confidence could be increased was to receive recognition, respect, or positive
feedback from others. Among the responses were:
More pats on the back. If you see something good happening, tell
them (7:7).

Just remembering we arc a part of the education system and \Ve have a
lot to offer and by just putting value on early childhood and early
childhood practice. Even though early childhood is part of the school.
it's like the little wombats that climb out of their hole once a week.
Maybe they should ask us to climb out of our little hole~ more often
(8:7).
A lot of principals don't tell you when you are doing something good
and when they're pleased I 11 :7).

It doesn't have to be a lot, just an acknowledgement of something
that's been achieved, or interest shown by coming 10 sec what's being
done ( 15:7).

The next most common suggestion for developing professional confidence in
teachers was through collegial interaction with their peers. Suggestions included:
Some interaction with other teachers to get feelings of I'm doing the
right thing or I'm on the right track (9:7).
More workshops where early childhood teachers t.:an get together and
discuss strategics where they're having problems ... For new graduates
we need to have more peer support ( 16:7).
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Whi !st two teachers suggested that confidence could he boosted through
maintaining knowledge and keeping abreast of developments in early childhood
education. five others raised the notion of boosting confidence through access to
relevant professional development. As one teacher state<l:
!Professional development] always develops confidence in the areas
we feel we need. so hcing ahlc to <lo that, and he funded for it, would
make a huge difference ( 18:7).
One teacher hclievcd that more experience and maturity would develop
confidence. whilst two others helieved that increased public relations in and for
schools was 1he answer. These 1cachers commented;
I think one area is the role of your employer - the Education
Departmenl, and the need for it to do some parent education and
public awareness. I wish there was a lot more PR in what schools are
doing and to make us feel good about what we arc doing ( 12:20).
Changing the attitude of the general public. Doing much more PR
about schools, about teachers in particular ( I 7:7 ).
In the latter comment, the teacher suggested that more effort should go into
educating the public. with more p•Jsitive promotion of teachers and their job cnming
from the employer (Education Department) level, as well as, the school level.

Developing leadership skills through professional development
When commenting on developing leadership skills through professional
development, one interviewee suggested that not all teachers understand what
leadership means apart from the traditional roles such as the piinc1pal of a school.
She commented "I think we need more clarification on what leadership actually is
before we can look at developing stronger skills" ( 10: 18). At the conclusion of their
interview, two other teachers also highlighted the possibility that some teachers may
not be familiar with the tenn leadership used with reference to anything other than
the traditional leadership roles assumed within schools. They reflected:
Leadership is something I haven't thought about. .. I'm not really sure
what it means in its entirety ( 10:20).
The perception of leadership is not really clear. [In the application for
a level 3 teacher], one of the things was leadership and I thought ... the
only time I sec other teachers is at staff meetings. so I pul it in the too
hard basket. But I suppose I could have shown leadership in working
with parents ( 14:20).

206

All hut two of the twenty teachers interviewed suggested some form of
professional development they believed would help them develop stronger leadership
skills. A summary is provided in Table 14.4.
Table 14.4
Early childhood teachers' views nn professional development lo help develop
stronger lea<lership skills.

SuggcstcJ professional development

No. teachers

I. Leadership /interpersonal skills training

10

2. Interaction with peers

6

3. Practice articulating /communicating philosophy

5

4. Access to relevant professional development

3

The most common form of professional devc!opment, suggested by ten
teachers, was leadership and interpersonal skills training. For example, two teachers
stated:
I think it would be really great if we had morc ... psych related
[professional development] where you are taught leadership skills and
how to handle conflict and difficult and angry people - learning to
look at ourselves objectively ( 18: 18).
I think [professional development] in ... asscrtiveness trmning ... and
the leadership thing's a big thing. I think you need training in it. You
need the knowledge if you haven't already got it. .. l think there's a
perception - you're only in prcprimary you can't be a leadcr. .. it's thl
structure and hierarchy of schools (8: 18).

The next most common form of professional development was suggested by
six teachers who believed professional development in the form of interacting w11h
their early childhood teaching colleagues would help develop stronger leadership
skills. Two commented:
I've found the most helpful [professional development] is getting
together with other teachers and sharing and talking and so forth
(19: 18).
Opportunities for teachers to get together regularly in small groups (I
tend to be quiet in large groups) to talk about and reflect on our
professionalism and what we sec as the key issues in ECE. The more
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we talk about it as a group, the more we'll be able to form our own
opinions (I: 18).
Five teachers viewed practice at articulating and communicating early
;;hildhoo<l philosophy as potentially helpful professional development. For example:
I think we nee<l ... practice., talking about what you believe and your
philosophy - to tell other people ahout it ( 10: 18).
Some sort of !professional development] that gets [your philosophy!
straigh1 in your head ant!· ome sort of ways to communicate it ... f_for]
teachers who have got a bit stale and out of practice with their own
philosophy or haven't thought about it (5: 18).
Three teachers believed

:1 was necessary to have access to professional

development that was relevant to individual early childhood teachers' needs. They
commented:
For a school like ours we need [professional development] much more
related to what we are doing in our own classrooms - not whole
school stuff like we do (9: 18).
There's some really good leadership stuff like a conference I went lO
but they aren't open to the general [teaching staff]. Unless you're
searching for the leadership stuff as an individual. you don't get it
(12:18).
I think you have to [identify] what you need to learn about and find
out where you can go for [professional development] like that ( 16:18).
Some teachers made further comments about the notion of developing
stronger leadership skills. Two teachers suggested their current forms of
professional development provided them with information. but little opportunity, to

develop skills. One commented:
I think how we do [professional development] now, teachers arc really
discouraged from developing any leadership skills. We are
encouraged to sit back and just be quiet and listen to whoever is the
latest guru from district office which is extremely boring. Most
teachers are there because they have to make up the time or whatever
(9: 18).
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Leadership skills in teacher training

All hut one of the twenty teachers interviewed, believed additions could he
made to teacher training to help cJrly childhood teachers develop their leadership
skills. Suggestions from teachers were placed into six categories (sec Table 14.5).
The one teacher who could not provide a suggestion as to what should he
included in pre-service courses cummcntcd:
I'm not really sure whether anything could be added [to teacher
training] because I really think that confidence develops with
experience. I really think you have to be out in a classroom to gain
that confidence ( 15: 17).

Table 14.5
Teachers' suggestions for additions to early childhood teacher training.

Suggested addition

No. teachers

l. Practice articulating /justifying philosophy

ll

2. Leadership /interpersonal skills training

5

3. Parent interaction skills

4

4. Contact with teachers

3

5. More teaching practice

0

6. Lecturer input

2

The belief that confidence develops primarily with age and experience was
reiterated by another two teachers. For example one teacher commented:
I know from my own experience, I've developed a lot more
confidence as I've got older and had more experience (9: 17).
Eleven (55 percent) of the twenty teachers believed there should be more
opportunity to practice articulating and justifying their philosophy during teacher
training. Two teachers commented:
I don't think the training prepares you for the fact that you may have
to stand up for what you believe in and tell parents, other teachers and
principals what you believe and why you bclievc ... Maybc practicing
speaking about your philosophy would be a good thing to include
(2:17).
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Just get more practice at [articulating] it before you get thrown out
into the real world and have to do it (6: 17).
Five teachers believed general leadership and interpersonal skills training
should be included in pre-service courses. For example:
I don't think leadership skills arc discussed in training ... maybc
interpersonal skills training as well tu give people the confidence to
speak (2: 17).
I wish we had training on how to talk to school (psychologists) who
are really high school oriented. To actually be given the opportunity
to strut our stuff to fight for something and to ... go through the rolcplay phases because that's the hardest thing - going to a parent or
principal and having a real problem ... to actually say things like the 'I
statements' without attacking. We learn how to talk to kids but not to
adults (12: 17).
Three interviewees suggested that contact with teachers in the fonn of talks,
visits or mentoring would be beneficial during teacher training. They commented:
Trainees need lots of talking, especially with real tcachers ... maybe
visiting schools more often - not just on prac but looking and talking
to teachers (4: 17).
I think mentoring would be the best way ( 17:17).
Maybe getting people currently working in the field to talk about \lihat
we arc doing is important and what are the things they can do to
promote the importance in a school ( 10: 17).
Another two teachers suggested more teaching practice was necessary in preservice courses. One teacher commented:
[There needs to be] a Jot more prac where you arc getting out with
parents and teachers. I don't think you do enough prac ( 11: 17).
As another source of modelling or learning from others, lecturer input was
viewed by two teachers as an important part of teacher training. They commented:

If lecturers present with confidence ECE philosophy as something to
be proud of it's more likely trainees will pick up that pride in their
profession and take it out with them (I: 17).
Trainees should be told they arc an equal member of staff. not second
rate because they arc ECE ... they need to be told to ... offer opinions
and to hell if it's different from year six or seven's. Your opinion is
just as valuable as every body else's. You've got to push yourself to
be an equal member of staff (7: 17).
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Summary
This chapter has investigated the strategics that 20 early childhood teachers
reportedly use to explain their philosophy to others, and their views on strategics to
help them develop stronger leadership skills. Whilst some teachers reported that they

prefer to use the less threatening, or more 'comfortable', informal methods to
communicate their philosophy, most teachers agreed that it is desirable to use a mix
of infonnal and formal methods. Teachers proffered a mix of informal and formal
strategics to educate others about the early childhood way of teaching that included
conversation, invitations, displays, information sessions, gaining support from the
media and others in the school, and being involved in school planning and decision~
making. The early childhood teachers believed that the principal, children's parents,
other teachers and the education system have a significant role to play in boosting
their professional confidence. The early childhood teachers also believed that
additions to teacher training courses such as practice at articulating and justifying
early childhood philosophy: leadership and interpersonal skills training; and further
opportunities for mentoring and learning from others would help them develop
stronger leadership skills. The teachers suggested that the principal, children's
parents, other teachers and the education system should provide early childhood
teachers with support, recognition, respect and resources for professional
development and opportunities to collaborate with their peers. A dis~ssion of these
findings, together with a discussion of the findings of the preceding chapter (Part B
of the interview findings) is contained in the following chapter.

\

l
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CHAPTER FIFTEEN
DISCUSSION OF INTERVIEW FINDINGS.

This chapter provides a dis1.:ussion of the findings presented m the preceding
two chapters. The discussion is prcscnlcd in two main sections. The first scc.:tion
discusses the interview findings from Part B. 1hc factors that cnh,mc.:c or constrain
early childhood teachers' leadership ahilitics (reported in Chapter 13) and the second
section discusses the interview findings from Part C. strnlcgics for early childhood
teachers to communicate their philosophy (reported in Chapter 14).

Factors that enhance or constrain early childhood teachers· leadership abilities.
In this section. the factors that early childhood tcm:hcrs reported enhanced or
constrained their leadership abilities are discussed under the same headings used to
report the findings in Chapter 13. that is. I} Intrapersonal and interpersonal skills: 2)
Professional confidence: 3) Others' understanding and respect: and 4) Time.

Intrapersonal and interpersonal skills
Although the 20 early childhood teachers agreed that mtrapcrsonal and
interpersonal skills were important to their leadership roles. they reported that these
skills influenced their leadership abilities to varying degrees. One teacher
highlighted the issue that the degree of inOuence of intrapcrsonal and interpersonal
skills varied, depending on with whom you were working. Kolh ( 1999) too.
suggested that a person's leadership abilities can be influenced by the nature of the
people they arc working with. Interpersonal relations will be easier when people arc
open or receptive to the views of others. For teachers to he leaders, others must
perceive them as such and believe that their knmvledge and practice arc worthy, and

able to contribute to educational processes (Kolb, 1999: Rinehart. et al.. 1998).
In this light, it is important that early childhood education and early
childhood teachers arc viewed by the principal, parents, other teachers and the wider
community, as an equal and a respected part of the school. In order for early
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childhood teachers to communicate their philosophy ;ind pedagogy to others in the
school. others must perceive them as holding woithy knowledge, and others mu!-it he
receptive to what the early d11l<lhoo<l teacher has to say. In the same vein, the
majority of early childhood teachers helicveJ that it is irnp011Jnl to he confident and
friendly in situalions such as relating to others. and defending and JUSlll"ying their
philosophy. However. possessing a high level of intrapcrsonal skills such as
confidence. and effo..:tive interpersonal skills, is not a guarantee that early childhood
teacher:- t.:an communicate their p!1ilosophy and pedagogy to the pnncipal, children's
parents, and other primary teachers in the school, if they arc not respected.
Considered as a process involving intrapcrsonal skill, critical rcncction has
been identified as an element essential to the process of teachers gaining control over
themselves. their classrooms and the educational process ( Allen, 1992; Brookfield,
1995). However. the findings of the present research indicate that the majority of the
early childhood teachers had not reflected, in any depth, on their situation with
regard to articulating and communicating early childhood philosophy. The lack of
reflection is consistent with other research that suggested many teachers do not pause
to reflect on their own situation (Brookfield, 1995; Cassidy & Lmvrence, 2000; Duff.
Brown & Seay, 1995; Hubennan. 1993 ). Of the 20 early chi !dhood teachers
interviewed, 18 (90 percent) reported that participation in the interview had caused
them to reflect on some issues they would not nonnally have taken time to reflect on.
It appears then that the intention c,f the study from a critical theory pcrspccti\'e to
raise the consciousness of participants, with regard to the issue of articulating and
communicating their philosophy. has been realised. It is also speculated that
completing the questionnaire may have caused respondents to reflect on some issues
in greater depth than usual, as indicated by two respondents noting in the
questionnaire, "Thanks for the opportunity - it's really made me think!" (I) and
"Thanks ... this is very interesting and has raised many points for me to consider"

(138:d).

Professional confidence
Findings from lhe interviews indicated that the majority (65 percent) of the
early childhood teachers reported they were confident to talk about their philosophy.
In support of this, in Phase One of the study, measurement showed that the large
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maj01ity of tcuchcrs indicated that they were ahle to explain the early chi ldho<id wc1y
of tc;.1ching to children· s parents, the principal and other teachers (I terns 87. 89 iin<l
91 ).
f-indings from the interviews revealed the maj<>rity of the 65 pen;cnt of
teachers reportedly confident in talking about their philosophy attrihute<l their
professional confidence to two main factors; belief and enthusiasm for early
childhood philosophy: and c.xpcrience based on life, teaching and knowledge. Whilst
enthusiasm and passion have been identified as characteristics of an effective leader
(Sergiovanni. 1992), these attributes have not emerged direct! y in other studies that
investigated aspects of leadership in early childhood education (for example Freeman
& Brown. 2000: Rodd. 1996. I 997b: Sebastian-Nickell & Milne. 1992: Stonehouse.
1992, 1994). Characteristics that have emerged in these studies include a genuine

commitment and conviction to follow through their vision, of what early childhood
education should be. It may be that, in order to pursue their vision, early childhood
teachers must possess a degree of conviction and enthusiasm. as reported by these
confident teachers. Alternatively, it may be considered from another perspective that
self-efficacy and confidence in communicating early childhood philosophy may lead
to higher levels of enthusiasm and a greater willingness to take risks (Chcmers,
Watson & May. 2000: McMullen, 1999).
Considered in the light of belief and enthusiasm. it is interesting lo note that
some teachers went so far as to liken the act of communicating their philosophy to
others as 'preaching• (I :2, IO: 12) or 'hiblc bashing' (9: 16 ). The use of these
metaphors conjures up the image of attempting to communicate early ch1\dhood
philosophy in the face of adversity - to those unwilling or no! able to sec the 'truth'.
Indeed one respondent in Section C oft he questionnaire noted "It is easier to preach
to the willing" (Q58:d).
The second main factor that teachers attributed to their confidence was
experience based on life, teaching and knowledge. Possessing a sound knowledge
base of early child development and pedagogy is a universally accepted prerequisite
of an early childhood leader (Ebbeck, 1990; Stonehouse. 1994) and other research
has supported the suggestion that teachers' confidence may increase with their
experience (Berliner, 1994; Jorde Bloom, 1999: Yander Yen, 1991 ). Considering the
two elements uf knowledge and experience together, Rodd ( 1994, p. 19) suggested
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that "wide expcricm:c and a depth of knowledge" will aid early childhood
practitioners in crcnting and communicating their vision, drawing enthusiasm from
those around them. llowcvcr, others have cautioned that teachers should not view
their know\cdgc or competence as a once gained achievement (Sachs, 1998; Sarason,
1990: Stonehouse. 1992). Rather. knowledge and competence should he regarded
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tcnns of"rct.1ining." or "enhancing" these through engagement in lifelong learning
(Rodd, I997b: Ruohotic, I996. p. 442J and c.:ritical reflection, continually evaluating
practice (Brookfield. 1995; Hamilton. 1994).
Interestingly. for the 13 teachers who reported that they were confident to
articulate and communicate early childhood philosophy. the number of years
teaching experience ranged from two to twenty three years, with a mean
years. The years

or 11.3

or teaching experience for the seven teachers who reported they

lacked confidence in this area ranged from a few months to thirteen years, with a
mean of 6.1 years. Thus the mean number of years teaching experience for those
teachers who reported they were confident is almost double that of the teachers who
reported they lacked confidence in articulating and communicating their philosophy.
It appears that while greater teaching experience does not contribute to increased
professional confidence for some teachers (five of the seven reportedly not confident
had greater than five years teaching experience). it may be a contrihullng factor for
the teachers who reported they were confident to articulate and communicate their
philosophy. Further reference is made to this issue later in the chapter where more
teachers reported their professional confidence developed in line with their
experience. However, there arc strong indications that personality. self-esteem and
self-efficacy also make substantial contributions to a teacher's professional
confidence. These aspects were highlighted in observations made by two of the
seven teachers who reported that they lacked confidence. By contrast with the less
confident teachers, the confident teachers commented:
I've met one or two people that arc really confident. They can be
overbearing - over confident sometimes. Confidence is a good thing
but overconfidence can sometimes blind us to the fact that we can all
improve on our strategics for communication ( l: 16).
I think that the people who find it easy arc really passionate about it
and confident - the personality of the teacher that they're confident
(6: 16).
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Lack of confidence in situations
The majority of the early childhood teachers interviewed were ahle to provi<lt!
examples of situations at school in which they li..icked confidence. Although three
teachers reported to be confident in all situations at their current school, two of these
teachers were :1blc to provide exmnplcs of situations in which they lacked confidence
..it

previous schools which highlights the fact lhat teachers' confidence can he

influenced by the context in which they work. School contexts which arc supportive
may serve to boost teachers' confidence, while unsupportive contexts may
undermine teachers' confidence (Hawkey, 1996).
One group of situations in which some teachers reported to lack confidence
was when a person of power or authority did not value or support early childhood
education. Others, too, have noted that situations or relations that involve power can
limit teachers' actions in a school and erode their confidence or sense of efficacy

(Coldarci & Breton, 1997; Halliwell, 1990b; Riehl & Lee, 1996). Some teachers also
attributed their lack of confidence to their youth or lack of experience. Daniel ( 1994)
highlighted the vulnerability of new graduates when exposed to a range of
inappropriate practices and expectations that may be a part of the culture in some
schools. The images of new graduates aboul the sort of teacher they want to be can
be can be undermined by a context that docs not support them. Similarly. Hawkey
(1996) suggested that contexts, w'.1ich do not allow practitioners to implement their
teacher self-images, can undennine teachers' confidence.
Considered through the lens of critical theory, it is evident that an uneven
distribution of power within schools continues to be the norm. Much has been
written about the need to empower teachers within schools (for example. see

lngvarson, 1998; Rinehart, et al., 1998; Stone, 1995; Weber, 1996), however,
teachers in the present study have highlighted their minority position and their
subsequent lack of power within schools. From a broader perspective, it should also
be noted that in order for principals to facilitate the empowerment of teachers, they
too must receive support from the education system to achieve empowerment

themselves. Smythe (1996) highlighted the importance of empowerment throughout
the interlocking contexts in which teachers work when he emphasised lhe need for
governments to empower schools and their communities.
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The majority of situations in which teachers reportedly lacked confidence at
school appear to relate to the view of early childhood education as a minority that is
assigned the lo\l,'est priority or status within the school setting. Teachers reported
they lacked confidence when they were: in situations of conflict; under prcssun:

lo

explain or justify their philosophy tu others; speaking to a large group or articululc
people: minority in school meetings: suhjcct of critical ohscrvallon or <lisparnging
comments: and when they lacked support and understanding from others.
Some teachers noted that their own shortcomings (such as the lack of
articulation skills or a reluctance to talk in large group situations) contributed to their
lack of confidence in some instances. This explanation rcnccts a tendency towards
an internal locus of control with t~achers perceiving events in their environment as
dependent on their own behaviour (McMullen, 1999). However, the majonty of
teachers tended to have a more external view of situations citing early childhood
education being a low status minority with others holding the power, and others' lack
of understanding or support as contributing to their lack of confidence in some
school situations. This attribution reflects an external locus of control orientation
from which teachers perceive that events are beyond their control, or "determined by
more powerful others" (McMullen, 1999, p. 20). The tendency to make "external
attributions" as a result of negative feedback has been noted (London, 1995. p. 226),
as has the tendency to blame others for feeling inferior (Cole & Chan. 1994: Gratz &
Boulton, 1996). It has also been found that negative feelings can lead to false
interpretations and discourage participation or persistence in some situations (Allen.
1992; Neck & Barnard, 1996). However, other research has found that some
teachers do experience difficulty heing assertive in situations involving conflict with
parents or others (Hargreaves, 1997; Rodd, I 997b), and in relationships where power
is involved, such as in supervisory relations (Ben-Peretz, 1996; Coldarci & Breton.
1997). Further, Cox (1996) validated teachers' reluctance to speak out at whole
school staff meetings where they arc a minority, or in situations of conflict, noting
that "generally women find confiict hard to deal with" (p. 156). Cox also suggested
that in group processes such as staff meetings:
Those unhappy with what goes on arc theoretically free to raise their
concerns, but arc then often labelled as difficult or trouble makers
(Cox, 1996, p. 157).
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Considered from a critical theory perspective, if early childhood teachers
remain silent in whole school decision-making, the interests of the majority, or those
more powerful, will he protccted 1,Andcrson, I 996: Smythe, I 996). This situation
highlights the imprnt<mce for teachers tu he provided with oppo11uni11cs and
encouragement within the school, to voice their opinions on school policy and
decision-making (Witcher, 200 I). Active participation of teachers in school life is
believed to increase their status \\.'ithin the school context (Rinehart, ct al., 1998).
However, with reference to school reform, Toll (200 I) cautioned th:.it shared
decision-making may not ulways be successful due to competing philosophies of the
participants. By the same token. Toll also posited that the process of shared
decision-making can help make explicit, the competing views of power in schools.
Through participation ir. whole school decision-making, early childhood teachers
may serve to highlight differences in participants' philosophies, and make evident,
the political forces and power at work within schools.

Confidence in situations
The majority of situations at school in which teachers reported they felt the
most confident involved relations with, and associated feedback from. others. It
appears teachers' feelings of efficacy and confidence may be increased. or at least
validated, through feedback from others in the form of support. recognition and
friendly interpersonal relations or rapport. However, findings from the present study
indicate that in many instances, early childhood teachers arc not receiving
recognition or support from others within their school context. A critical theory
perspective highlights that teachers work in a set of interlocking contexts (Young.
1989) and early childhood teachers may receive varying amounts of recognition and
support within each context. For example, some teachers reported that they felt they
received recognition and support from parents within the context of their classroom
or centre, but that there was a lack of support and recognition from within the school
context. In the school context, the majority of teachers reported that they did not feel
respected or valued by the principal or other primary teachers in the school.
Similarly, some teachers commented that they did not feel respected or valued within
the context of the education system as a whole, or indeed, within the wider contexts
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of the community and sm:icty in gcnernl, contexts In which they believed early
childhood education is afforded a low status.
Three of the situations in which teachers reported that they felt mosl
confident stemmed from their own actions. For example, some teachers rc.:p(irtcd that
their teaching achievements gave them confidence. However, from their comments.
it appears that these teachers too. looked for feedback or recognition of their
achievements from the principal. •:hildren's parents or other teachers in the school.
Other teachers reported they drew confidence from the knowledge of early <:h1ldhood
education they possessed and through being prepared for particular situations. Being
unprepared, or caught unawares, was a situation that caused some teachers to lack

confidence. Egley and Egley (2000, p. 48) highlighted the importance of early
childhood practitioners being prepared by stating "they need to be poised and must
be ready to support their beliefs with knowledge and research".

Others' understanding and respect of early childhood philosophy
Findings from the interviews with early childhood teachers indicate that the
majority of early childhood teachers do not believe they receive understanding,
respect or support from the majority of principals, other primary teachers. and some
parents. The impact that others' understanding has on early childhood teachers'
perceptions of their leadership abilities is discussed in the sections following.

Principals' understanding
Eighteen (90 percent) of the twenty teachers interviewed believed that in
general, principals do not understand or value early childhood education. Some
teachers attributed the principals' lack of understanding and respect to a lack of
knowledge or training in the field. More than five years ago, Stamopolous ( 1995)
highlighted the need for in-service training for principals in Western Australia,
following principals' reports that they lacked knowledge in the field of early
childhood education. However, it appears that to date, principal.,; still lack specific

knowledge o[ early childhood philosophy and pedagogy. and thus may not be
empowered to suppo1t early childhood education within their schools. The lens of
critical theory shows that the lack of support for the principal from the education
system, in terms of ensuring principals arc empowered with current knowledge of
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early childhood c<lucmion, impacts on early childhood leachers and their leadership
efforts within the school context.
Other early chil<lholld teachers attrihuted principals' lack of understanding
and respect fllf early chi ldhnod c<lucaticm to the principals' pcn;(,nalit y <>r leadership
style. Two tcrn.:hcrs reported their principal was authoritarian and critical, and it
follows that teachers who work with authoritarian leaders arc more likely to
experience difficulty in communicating !heir philosophy to them. Indeed B!asC
(1988) found that teachers were more 'closed' with authoritarian prinClpals and thus
less likely to attempt to influence them in any way. The importance of support from
the principal has been highlighted with the comment from Weber (1989, p. 210) that
teachers need to "sense a principal 's respect, or even deference, for their own
professional abilities". A lack of support or respect from the principal can
undermine teachers' professional confidence.
Weber (1989. p. 196) warned against losing focus of children's needs
suggesting that 'successful' principals arc, above all, concerned about the welfare of
students in their care. Although only two teachers raised this issue, it is a conL:ern
that they perceive there is a 'new set' or group of principals who may not regard the
welfare of preprimary children as an important issue. However. this issue may also
be viewed as the principal's lack of knowledge and understanding of appropriate
early childhood programs rather than a direct lack of regard for the children's
welfare. A critical theory perspective concerning the issues of power in school
relations can lead to further insight into how some early childhood teachers
perceived their principals through examining the langmtgc and metaphors that the
teachers used in their interview. 1:or example, when reflecting on their personal
experiences with principals, some teachers referred to their principal who 'was
authoritarian' (5:8); 'tends to ... divide and conquer' (2:8); 'eroded my confidence'
(7:5); 'walk on people' (8:8); 'demanding and critical' (14:8): and 'overrides it [my
decisions]' (2:8). One teacher spoke of principals and leadership as 'the old boys
club' (12:8) and another said that some principals' objective was 'climbing the
ladder' (8:8). These comments from teachers provide insight into the store of
implicit knowledge that they hold about power relations in their school context. The
language that these early childhood teachers used with reference to some principals
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indicates a negative perception of power relations and their own less powerful
position within their school.
By contrast, some teachers helieved that their principals listened to them and
were keen to learn more about the early childhood way of teaching, thus
demonstrating that they valued early childhood education. Weber ( 1989, p. 203)
suggested that "principals' knowledge of curriculum and instruction can he extended
greatly by listening

10

teachers". In addition, if a principal 'listens' to teachers and

shows an interest in learning about early childhood education, then teachers perceive
early childhood education as being valued as part of the school.
Previous research has indicated that principals' understanding and support is
necessary for effective early childhood programs to be implemented (Cassidy, ct .ii.,
1995; Greenberg, 1995; Lieber, et al., 1997). However, the majority of teachers from
the present study indicate that they do not believe they receive underswnding and
support from their principal, .ind consequently, that the principal docs not value early
childhood education. These perceptions are founded on indicators from the
principals' behaviour that teachers identified. These behaviours include the
principals': lack of interest and involvement; Jack of support for resources; ambitious
goals at the expense of children's needs: forgetting or excluding preprimary from
whole school activities or decision-making: not willing to listen; and incongruous
actions. Conversely, if principals demonstrated that they were interested and
supportive; listened to early childhood staff: and were willing to be involved in and
learn more about early childhood programs; then teachers perceived the principal did
value and understand early childhood education.
However, despite teachers reporting that they believe the majority of
principals do not value early childhood education, six teachers asserted that the onus
was on themselves to counter the lack of understanding and respect for early
childhood education held by principals. Thus, while teachers may experience
constraints or barriers to commun;cating their philosophy to the principal, some
regard it as their responsibility to persevere with communications.

Parent understanding
Parents have been identified as a source of concern and stress for teachers
through their lack of support and interest, or their being highly critical of the
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program, believing their children arc not stimulatc<l intellectually (Gold & Roth,
1993). Similarly, parental inllucncc on early childhood programs has hccn noted
(Egley & Egley. 2000: Hills, 1987: Stipek & Byler, 1997). In one study. principals
acknowledged the influence of p.:1rcnts as the second most influential factor, after
teacher hclids, that affects the 11nplcmcntation of developmentally appropriate
programs for young children ( French & Pcn.i, I 997 ).
In the present study, the rrajority of tc.ichcrs reported that they believed some
parents did not understand or value early childhood education. The indicators that
parents did not value or understand early childhood education were cited as parents'
view of the program as play or babysitting; attitude or lack of interest; expectations
for formal learning; and lack of understanding or value conveyed through comments.
Conversely, if parents demonstrated through their behaviour that they \vcrc
supportive, interested and appreciative of the program, then teachers perceived they
did value and understand early childhood education.
Although research has highlighted the importance of communicating early
childhood phi!osophy for reasons of accountability and educating others (David,
1997; De Acosta, 1996: Egley & Egley, 2000; Taha ct al., 1999). additional research
has indicated that working with parents is one aspect that some teachers find difficult
(Hargreaves, 1997; Rodd, 1997b). It may be the case that teachers realise the
importance of communicating their philosophy to children's parents and indicate that
they would like to ideally, but in practice, experience difficulty or encounter barriers.

Other teachers' understanding
Findings from the interviews in this study revealed eighteen (90 percent) of
the twenty teachers reported that other teachers in the school did not understand or
value early childhood education. The possibility of there being a difference in
attitudes of primary staff between small and larger schools was raised by one early
childhood teacher. This difference has been noted by Jantzi & Lcithwood (1996)
who suggested small schools provide more opportunities for al\ teachers and leaders
to work together more closely. In such situations, early childhood teachers may be
provided with more opportunities to communicate their philosophy in a collaborative
and supportive environment. However, it should be noted that supp011ivc and
collaborative frameworks arc not always evident in small schools. The influence of
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the principal wilh this regard has hecn highlighted hy French and Penu ( I 997) who
foun<l thm some principals in smaller schools provided less support for some aspects
of early i:hildhon<l programs.
Some teachers suggested that factors contrihuting Lo the lack of
understanding and value placed on early childhor ·\ education hy primary teachers
were the l;.11.:k of knowledge and a difference in training and corresponding
philosophies between the early childhood and primary years. This divide bclween
early childhood ;md primary educational philosophies has been noted in the
literature. Diffcrcn<.:cs in educational terminology and its relative meaning is one
issue (Halliwell, l990a; Stonehouse, 1994) with primary and early childhood
teachers holding differing perceptions over the meaning of such tenns as

developmemally appropriate practice. Indeed, one teacher took this issue further
with her comment in the questionnaire that while some teachers may interpret what is
said to be consistent with their philosophy, il is only "when philosophy becomes
practice that the differences appear clear" (106:d).
Differences among year level taught and educational orientation has been
noted as affecting interactions among staff wilh the lower grades and early childhood
education accorded the lower status within the school (Hargreaves. 1994: Sarason.
1991). Gifford (1993, p. 23) too, highlighted the unsupporti\'e school context with
"indifference" or indeed "positively hostile'' attitudes towards the early childhood
way of teaching. In their responses, some interviewees referred to the culture in
some schools that placed greater importance or priority on the higher grades. Many
would argue at this point that early childhood practitioners should be proactive and
rise to the challenge highlighted by such cultures. Whitebook ( 1997, p. 82)
suggested early childhood practitioners need to "challenge" the "internalised cultural
nonn" of the low value of early childhood education, and Gratz and Boulton (1996)
asserted early childhood practitioners need to speak positively of their role,
emphasising they are not babysitters.
The low status of early childhood education within the school context and the
contrast between the choice of proactive or reactive roles is captured in metaphors
used by two teachers. One teacher portrayed the image of low status when referring
to early childhood being perceived by the principal and other staff in the school as
the "little wombats that climb out of their hole once a week" (8:7). The teacher went
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on to comment "maybe they should ask us to dimh out of our little holes more
often". It appears this teacher has assumed a reactive role in terms of waiting to he
invited to come 'out of the hole' hy the prindpal or others in the s<.:hool. In contrast,
another teacher \Vim lamented on the lack of opportunities for teachers to develop
their interpersonal skills, highlighted the need for early childhood teachers to take a
proactive role "to strul our stuff, to right for something" ( 12: 17 ). It seems this
teacher secs the need for early childhout practitioners to challenge the low status of
early childhood education and to he proactive in imparting their pedagogy and
philosophy to others in a confident up front manner.
The majority (9Q<'/r) or early childhood teachers reported they helicved that,
on the whole, other teachers in the school did not value or understand early
childhood education. The indicators that other teachers did not value or understand
early childhood education were cited as: other teachers' comments; greater priority
or resources allocated to the higher grades: and a general lack or interest. However,
as found in the responses to whether principals and parents valued early childhood
education, some interviewees ackriowledged the need to challenge cultural norms,
believing the onus was on themselves to address the lack or understanding or value
placed on early childhood education by other teachers in the school.

Time constraints to communicating philosophy
Time constraints for teachers have been reported in the literature since the
1980s (Wasley, 1991) and time was reported to be an issue for 18 (90 percent) of the
early childhood teachers interviewed. Two teachers reported that time was not an
issue for them. However, it is possible that time would become a consideration for
these two passive teachers if they were to take a proactive role in communicating
their philosophy. Choosing to take a more passive role with regard to
communicating early childhood philosophy may be a coping mechanism or a 'safer'
role to assume.
When reflecting on the issue of time, nine (45 percent) of the twenty teachers
made reference to their busy lives both inside and outside their work context. Family
commitments on top of a school day have been reported as a source of extra stress
for some teachers (Gold & Roth, 1993). The pressure or constraints some teachers
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face at work arc compounded hy the added demands in their personal

trc.

and in

some cases, if not addressed, lc<1d to teacher burnout.
The majority of teachers interviewed reported that time was an issue for them
with regard to communkating their philosophy to the principal, children's parents

;.md other teachers. However, it appeared to he more of an issue in communicating
early childhood philosophy to other teachers in the school. It appears there may be
more opportunities for early childhood teachers to make the time to communicate
with the principal and children's parents as the need arises. However, the early
childhood teachers reported that such opportunities to collaborate or communicate

with other teachers in the school arc not as prevalent. This situation reflects findings
from the literature (Firestone, 1996: Fu\lan & Hargreaves, 1992; Hargreaves, 1994;
Wasley, 1991) that highlight the fact that most schools do not have the infrastructure
to support many collaborative opportunities for teachers.
It may be the case that early childhood teachers arc more mo~vated or
committed to communicate their philosophy to parents as an inhcrent;expcctation of
their teaching role. Similarly, it may be an expectation that they engjge in some
fonn of communication about their program with the principJ] in the Course of their
work. Communications with other teachers, however, may not he viewed by early
childhood practitioners as a role expectation, but rather as an extra or added task
(Barth, 2001; Somech & Drach-Zahavy, 2000), and thus not be assigned any

importance or priority. Indeed, one teacher alluded to the lesser priof ty placed on
communications with other teachers saying, "with other teachers I'd say it would go
on the back burner very often" (15: 13). Further, some early childhood teachers may
'detach' (Duke, 1994) from the primary sector of the school, feeling 'territorial',

'defensive' or 'scared' (Walker-Duff, 1997) due to negative feedback or constraints
they face in voicing aspects of their philosophy.
However, it has been suggested that some teachers blame a Jack of time as a
result of feeling inferior (Gratz & Boulton, 1996) or being a 'reticent consumer'
teacher prototype who believes the "system is inherently oppressive and unfeeling"
(Joyce, Weil, & Showers, 1992, p. 285). Thus some suggest that teachers may use a
lack of time as an excuse for not fulfilling a particular role (such as advocating early
childhood philosophy). Others, tuo, assert that teachers need to be proactive in
making time and demonstrating leadership by finding ways to "concentrate scarce
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time an<l energy" in order to achieve desired outcomes (Duke, I 994, p. 271 ).
However, others have realised or confirmed the constrninls teachers race in terms of
time, and called for more support from the employer or 'system'. These rcscarchcrs
posit that it is crucial for teachers to he supported within the system through
provisicn of time and oppo1iunitics to collahoralc with others within their working

day (Ehhcck, 1990; Hargreaves. 1994; Waslcy, 1991; Witcher, 2001 ).

Summary of factors that enhance or constrain leadership abilities
This section has investigated the factors that 20 early childhood teachers
reported enhanced or constr.1\ncd their leadership abilities, in particular, to articulate

and communicate early childhood philosophy. In doing so, research question two
has been addressed. The findings from this chapter support those from Phase One of
the study, and much of the existing literature in the field, with early childhood
teachers facing similar constraints ar.d barriers to teachers across the educational
sector. These constraints include personal levels of confidence and interpersonal
skills; the lack of time and provision of collaborative opportunities with other staff;
the leadership style of the principal; and the lack of understanding and support from
the principal and children's parents. The antithesis of these constraints is the source
of supportive frameworks that can enhance early childhood teachers' abilities to be
an advocate and communicate their philosophy.
In addition to the constraints faced by other teachers, early childhood
practitioners face constraints pec:u\iar to their grade level within the school context.
The teachers in this study reported that early childhood education was largely not
valued or understood by the principal, children's parents and other teachers. This
situation reflects the general low status of young children in our society and
perpetuated in the 'pecking order' of the grade levels in our education system. The
majority of the early childhood teachers hold the perception that, on the whole, they
are not accorded equal status and professional respect by their primary school
oriented colleagues who represent the majority on school staff. These baniers
reported by early childhood teachers, pose real constraints to their efforts in
articulating and communicating their philosophy to others in the school context. As
one teacher summed up, "I think the hardest thing is the time factor and the
willingness and interest of other people in the school" (9:20). Some teachers feel
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overwhelmed hy these constraints and .1dopl what has hcen referred to as the role of
'victim', one which is regarded as a safe ;md reactive role.:, as opposed to the desired
proactive role (Cox. I ll96; Gold & Roth, 1993 J.

By the same token, ;he early childhood teachers reported that the counter side
to these constraints helped them to communicate their philosophj' to others. That is,

if others provided them with feedhack and recognition for thc:r efforts; included
them in school activities and decision-making; were willing to listen

lo

their views;

and showed an interest in. and support for, the early childhood program, then early
childhood teachers believed they were valued and thus more empowered lo
communicate their philosophy. These findings arc consistent with existing research
that has found support and respect from others (for example, the principal, colleagues
and children's parents) can empower teachers (Lieber, ct al., 1997; Rinehart, ct al.,
1998; Stone, 1995; Stone, Horejs, & Lomas, 1997; Weber, 1996).
Despite the majority of teachers painting a picture of constraints to
articulating and communicating t~1eir early childhood philosophy to others, some
acknowledged the onus was on themselves to overcome these constraints and to be
proactive in advocating for early childhood philosophy and the profession. For over
a decade, there has been consistent urging from researchers in the field. for early
childhood practitioners to be proactive in advocating for young children and the
profession (Blank, 1997; Ebbeck, 1990; Fleer, 1996; Rodd, 1994). The findings of

the present research indicate early childhood teachers acknowledge the importance of
communicating their philosophy and, ideally, would like to become more proficient
at doing so. In order to adopt this advocacy role and communicate early childhood
philosophy to others, practitioners need to be confident, assertive (Rodd, 1997;
Witcher, 2001) and most importantly, possess a desire to take on this role (Duke,
1994; Kolb, 1999).
The findings of the present study highlight some inconsistencies in this area.
Whilst the majority (65 percent) of teachers interviewed reported they were confident
to talk about their philosophy and that they believed it was important to do so, this

confidence and belief did not always appear to translate into practice. That is, simply
reporting to be confident and willing to articulate and communicate early childhood
philosophy does not guarantee that it will be effected. For example, the majority of

teachers who reported to be confident indicated there were instances when they were
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I
not able to articulate and communicate their philosophy. These instances im:lu<lcd

when others had no respect for. or interest in, c;trl y chi ldh1111d cducati11n, <Jr were n<H
willing to listen lO early chil<lhoml teachers' views and opinions. Data from Phase
One, too. indicated that the majority of teachers would like to he more confident in
explaining ahout the early childhood way of teaching to others. Considered from this
perspective, the case is highlighted that in order for early <.:hildhood teachers to
communicate their philosophy, there needs to be support from the interplay of factor.s;
emanating from within and to the teacher. That is, in addition to possessing

appropriate intrapcrsonal and interpersonal skills. early childhood teachers musl
receive respect and support from others from within the interlocking contexts in
which teachers work (Young, 1989). The skills of early childhood practitioners,
alone, are not enough to overcome some of the constraints they face in their work
milieu. Some of these constraints emanatt from, or are reinforced within, broader
contexts such as the education system, the community and government agencies. It
may be argued that early childhood teachers must develop further leadership skills in
order to overcome constraints. However, it is a great ask when these teachers may
not have access to resources that will help them develop these skills, and no
supportive framework within their work context.
The following section discusses the issue of support and strategies to develop
stronger leadership skills from the early childhood teachers' perspective. The
discussion is focussed on early childhood teachers' views on how to develop stronger
leadership skills and the strategies they suggest can be used to explain and
communicate their philosophy to the principal, children's parents and other primary
teachers in the school.

Strategies for early childhood t<·achers to communicate their philosophy.
In this section, the strategies that early childhood teachers reportedly use to
explain their philosophy to others, and their views on the best strategies to help them
develop stronger leadership skills, are discussed under the headings used to report the
findings in the preceding chapter. The headings are 1) Educating others; 2)
Overcoming time constraints; 3) Increasing professional confidence; 4) Developing
leadership skills through professional development; and 5) Leadership skills in
teacher training.
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Educating others
All but one of the twenty teachers shared their views on the hcst way to
edm:atc others ahout early childhood pedagogy and philosophy. Two teachers
suggested lhc hcst way to educate others was to hccome involved in whole schonl
decision-making and planning. This strategy reflects the urging from researchers in
the field. for over a decade. for early childhood practitioners to develop the
confidence and ability to participate actively in school decision-making (Gifford,
1993; Rod<l, 1994; Stone, 1995). It seems from teachers' comments that in some

schools. early childhood teachers arc encouraged to participate in or, at least be
included in, school decision-making. However, some teachers have also indicated
that the reverse is true in some school contexts. Ensuring their own participation and
inclusion in school matters would be difficult for early childhood practitioners who
did not have respect and support from other staff in the school.
Two teachers suggested that before they could begin to educate others about
early childhood philosophy and pedagogy, it was essential to have support from the
principal in the fonn of open recognition and respect for early childhood education
within the school. The importance of support from the principal for early childhood
programs has been highlighted in the previous two chapters. The influence of the
principal on teachers' abilities to articulate and communicate early childhood
philosophy has been mentioned consistently by teachers in the present study. The
principal is an important source of support, through indicating to others that early
childhood education is valued within the school. Thus the prindpal has the power to
ultimately ''make or break' early childhood teachers' efforts to communicate their
philosophy to the principal and other teachers in the school.
The early childhood teachers were asked to consider the merits of using
infonnal versus fonnal strategies to communicate their philosophy to the principal,
children's parents and other primary teachers in the school. Twelve teachers (60
percent) concluded that there needs to be a mix of informal and formal strategies,
while eight teachers (40 percent) believed informal strategies arc a more effective
means to communicate their philosophy to others. It was interesting to note that
whilst informal strategies were described by some teachers as less threatening to
themselves and others, there did not appear to be a preference for 'nfo1mal strategies
among those teachers who reported they Jacked confidence. Rather, four of the eight
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teachers who reported to prefer the use of informal methods for communicating their
philosophy to others were those who also reported themselves to be confident in
articulating and communicating their philosophy. No one strategy emerged as the
best way to educate others, but rather, teachers proffered a mix of informal and
fonnal strategics including conversation, invitations, displays, information sessions,
gaining support from the media and others in the school, and being involved in
school planning and decision-making.

Overcoming time constraints
The early childhood teachers interviewed suggested various strategics to
overcome time constraints in order to communicate more with the principal,
children's parents and other primary teachers in the school. They suggested infonnal
strategies such as chats and fonnal strategies, including arranged meetings and
newsletters, to overcome time corstraints to communicate their philosophy to others.
Four teachers suggested that time should be provided within the school day for
opportunities to communic2.te with others in the school. The need for provision of
time for collaboration among staff in a school has been emphasised continually
(Firestone, 1996; Fullan & Hargreaves, 1992; Hargreaves, 1994; Troen & Boles,
1994; Wasley, 1991; Witcher, 2001). Many early childhood teachers from both
Phase One and Two of the present study indicate they are provided with
opportunities within the working day, or can make the time, to communicate with the
principal and children's parents. However, very few indicated they were afforded
the same opportunities within school time for collaborating with other teachers in the
school, and some revealed they were not motivated to 'make the time' or commit out
of school time to collaborate with other staff. As discussed in the previous chapter, it
seems that early childhood teachers view communicating with parents as important,
and are willing to commit out of school time to do so. On the other hand, despite the
majority view that communicating with other teachers is also important, it may be
perceived as an extra-role behaviour (Somech & Drach-Zahavy, 2000). As an extrarole behaviour, communicating early childhood philosophy to other teachers in the
school is not part of the formn! teaching duties, and failure to engage in it does not
attract any penalty. Indeed, not making the effort to communicate their philosophy
may be viewed by early childhood teachers as a 'safer' mode, to be reactive rather
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than proactive, wilh regard to hroaching their phii(>Sophy with teachers fnim a
primary oriented philosophy.
Nevertheless, the early childhood teachers in the present research have
suggested various strntegies to overcome time constraints. These strategics
encompass both informal and forr.1:.11 means, and arc consistcnl with the findings
from other research that teachers' satisfaction is enhanced when they arc provided
with both fonnal and informal planning and communication opportunities (Lieber, ct
al., 1997).

Increasing professional confidence
The most common response to the question of how teachers' professional
confidence could be increased was to receive recognition, respect or positive
feedback from others. The importance of teachers receiving positive feedback and
recognition from others has been highlighted in the literature. Weber (1989) posited
that recognition increases teacher motivation, and Stone ( 1995) suggested that
teachers were empowered when their successes and strengths were validated.
However, Barth (2001) pointed out that recognition of teacher!'.!' efforts was very
much lacking in the culture of most schools. Rinehart, et al. ( 1998) suggested that to
be empowered. teachers must have professional respect and support from their
colleagues for their knowledge and practice. Validation and personal support can
also be obtained through collegial interaction with educational peers (Firestone,
1996; Hargreaves, 1994; Hargreaves & Evans, 1997; Sergiovanni, 1990), and this
was the next most common suggestion as a source of developing professional
con~idence.
Five teachers suggested that professional confidence could be boosted
through access to relevant professional development. Ruohotie (1996), too, posited
that involvement in professional development could increase teachers' confidence.
However, one teacher whose comment was reported in the previous chapter,
highlighted the issue of employer funded professional development. There is
widespread agreement that teachers must view themselves as life long learners and
engage in professional development in order to maintain or up-date their professional
knowledge (Ingvarson, 1998; Sachs, 1998; Samson, 1990; Stonehouse, 1994 ).
However, as one respondent (115) highlighted in the questionnaire, teachers who
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practice in country schools have fewer opportunities to access professional
development than those in the metropolitan area. Whilst some hdicvc the employer
must cont1ihutc to teachers' professional development with the provision of time and
resources (Fessler & Ungarctti. 1994; Futrell, I994; Hargreaves & Evans, 1997;
lng,·arson, 1998), others have emphasised that hecause such support is nol often
forthcoming. it is imperative for teachers to he proactive in pursuing or directing
their own professional development (lngvarson, 1998; Sachs, 1998; Stonehouse,
1992).
It is interesting to note tha'. the majority or suggestions for increasing
teachers' professional confidence involve input from others. Teachers' own
experience, maturity and knowledge were suggested sources or boosting confidence
that rested with the individual. The remaining suggestions relied on others to
provide the means of boosting confidence. That is, teachers tended towards an
external locus of control viewing that others should provide recognition, respect and
feedback; interactions; professional development; and public relations as a means of
increasing teachers' professional confidence. It seems that early childhood teachers
perceive others, such as the principal, children's parents, other teachers and the
education system as an influential source of increasing their own professional
confidence.

Developing leadership skills through professional development
In the course of considetirig developing leadership skills through professional
development, three teachers highlighted the possibility that some teachers may not be
familiar with the tenn leadership used with reference to anything other than the
traditional leadership roles assumed within schools. This lack of awareness has
implications for the endeavour to develop stronger leadership skills among early
childhood practitioners. Wasley (1991) suggested teachers' personal definitions of
leadership could influence the leadership roles they assume. It appears that some
teachers may not associate their realisation of the importance to communicate early
childhood philosophy to others, or their actions with this regard, to the role of
'leadership' in early childhood education. Some may view leadership as something
that extends beyond their role as teacher and thus, something that docs not concern
them directly. Such a situation highlights the need for more early childhood
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pmctitioners to be included in wh0Jc school activities requiring lcudership, and to he
provided with access to professional development with a focus on leadership skills.
Indeed, Kolb (1999, p. 318) stressed the importance of providing people with
opportunities to experience leadership roles, "otherwise, those who have limited
experience with leadership might believe they have no skills in this area".
In addition to being viewed as a means of increasing professional confidence,
collegial interaction with their peers was suggested by early childhood leachers as a
form of professional development that could help teachers develop stronger
leadership skills. Support through collegial interactions and mentoring activities has
been widely recognised as beneficial for teachers (Firestone, 1996; Fullan &
Hargreaves, 1992; Hargreaves, 1994; Martin, 1994; Smythe, 1996; Wallace, 1999;
Wood & Bennett, 2000). Talbert and McLaughlin (l 996) linked higher levels of
teacher professionalism to their involvement in subject area or teacher network
groups. Teachers who participated in such professional groups displayed higher
levels of professionalism than teachers in settings where collegial and collaborative
activity were limited. Thus, teachers who are able to access early childhood
education network groups or meetings will most likely source a part of their
professional confidence to the collegial interactions and support from within these
groups.
In the previous section regarding increasing teachers' professional
confidence, the issue of employer provided or funded versus teacher initiated
professional development was discussed. It was posited that, ideally, both the
employer and individuals should contribute towards the professional development of
teachers. However, given the lack of support from within the system (Hargreaves &
Evans, 1997; Ingvarson, 1998), it was asserted that teachers need to be proactive in
pursuing or directing their own professional development (lngvarson, 1998; Sachs,
1998; Stonehouse, 1992). An acknowledgment or awareness of this issue is reflected
in the comments from two teachers reported in the findings, with the realisation that
unless you go searching yourself, "you don't get it".
Another issue that is highlighted by these two teachers' comments is the
barriers that make accessing relevant or desired professional development difficult.
The teacher who suggested that some professional development is not open to the
general teaching population, attended a conference that was intended for
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administrative levels of school staff. She noted that although the conference was
very informative and wonhwhile, she wou!d not have known about it, or indeed,
been able to access it without the help of a colleague. This situation of the lack of
opportunities for, and the fragmented nature of. leadership training h.ts been noted
across countries (Fessler & Ungarctti, 1994; Ni val.t, J998; Rudd, I997h, I998;
Waslcy. 1990).
In the context of existing professional development opportunities, one early
childhood teacher suggested that some teachers altend sessions in order to
accumulate spent professional development hours. Others (Joyce, Weil & Showers,
1992: Wasley, 1990) have noted the issue of teachers' attending professional
development largely for the purpose of collecting credits, rather than for the content.
It is evident that some teachers perceive little or no benefit from some forms of
professional development offered to them. However, it also appears from the
comments of some teachers in the present study, that a number of teachers arc
seeking professional development that is relevant and in the form that they are able
to transfer the knowledge gained to their practice or in assuming leadership roles.
The need for professional development based on principles of adult learning
has been highlighted previously (for example, see Sarason, 1991; Tanck, 1994;
Wadlington, 1995). One of the principles of adult learning encompasses the need for
adult learners to "assess their own growth needs, control their own learning
procedures and schedules, and see practical results in their work" (Tanck, 1994, p.

95). Ingvarson ( 1998) raised a further point with regard to professional development
and its relevance to individual teachers. He posited that professional development
should be matched to the phases of development in teaching careers. Examples
discussed in Chapter Two of the present study are the Katz ( 1977); Vander Ven

(1988, 1991); and Jorde Bloom (1999) models. Ingvarson (1998) argued that after
about seven years of teaching, teachers can become frustrated, detached and
withdrawn, or be motivated towards experimentation or greater efficacy in their
work. It is essential that professional development be matched to the needs of
teachers, in order to help them prrigress, rather than regress or stagnate in their
development. Considered from this perspective, it is envisaged that professional
development needs will vary, for example, between beginning and experienced
teachers. Comments from teachers in the present study indicate that the varying
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professional development needs of teachers arc not being met within the school

contex.t, thus again emphasising the need for early childhood teachers lO take charge
of their own professional development.

Leadership skills in teacher training
In a study of English early childhood pructitioners, Rodd (1998) reported that
the practitioners perceived interpersonal relationships with adults to be an important

aspect of early childhood programs. However, it appears that there is an absence or
limited inclusion of learning how to communicate with, or teach adults, in the

preparation of teachers of young children (De Acosta, 1996; Stipek & Byler, 1997;
Tull, 1994; Whitebook & Bellm, 1996). Indeed, one teacher made reference to the
problem some teachers have with regard to communicating with adults, in a
concluding comment to her interview:
It's amazing, we want children to do that, to tell news and use voices
and say what they want to do, yet some people are reluctant to
practice that in their own profession (20: 19).
Research has shown that training in leadership skills development can be
effective. For example, Bloom and Sheerer (1992) conducted an early childhood
leadership program which included components of parent and community relations
and advocacy. Many participants in the program reported increased assertiveness,
motivation to become involved in early childhood issues and an advocate for the
profession. Similarly, Monis, Taylor, Knight & Wasson ( J995) conducted a course
focussing on leadership roles in parent involvement programs for elementary and
early childhood education student teachers. Students reported that participation in
the course increased their confidence level, helped them determine their leadership
roles and increased their interpersonal ski tis.
The benefits of mentoring and learning from the experiences of other teachers
has been documented widely (Brindley, F!eege, & Graves, 2000; Gold & Roth, 1993;
Lambert, 1998; Silva, Gimbert & Nolan, 2000; Troen & Boles, 1994; Whitebook &
Bellm, 1996;Wood & Bennett, 2000). Whitebook and Bellm (1996, p. 60) suggested
that the most important role of a mentor is to provide "support and encouragement"
to a colleague or student, while encouraging them to take risks, rise to challenges and
be active agents in their professional development.
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These comments highlight the importance of early childhood teachers
learning to respect themselves and their profession. l-lowcvcr, there remains a fine
line bclwecn preparing early childho(id practitioners to challenge the l<iw status or

priority !hey will be afforded in schools and society, and reinforcing thc 'internalised
nom1' or that the prohlcm is insurmountable. One teacher, at least, recognised the
importance of esteeming herself, with the comment she made at the conclusion of her

interview:
The big thing is to let people know that you're thcrc ... you'rc an
equal... and give your opinions on stuff that's happening (7:20).

Summary of strategies for communicating early childhood philosophy to others
This section has discussed the strategies that 20 early childhood teachers
reportedly use to explain their philosophy to others, and their views on strategies to
help them develcp stronger leadership skills. The findings on the strategies that
teachers use to explain their philosophy to others support those from Phase One of
the study. That is, whilst some teachers reported that they prefer to use the less
threatening, or more 'comfortable', infonnal methods to communicate their
philosophy, most teachers agreed that it is desirable to use a mix of informal and
formal methods. Teachers proffered a mix of informal and fonnal strategies to
educate others about the early childhood way of teaching, including conversation,
invitations, displays, information sessions, gaining support from the media and others
in the school, and being involved in school planning and decision-making.
The findings of this chapter, again, highlight the discrepancy between the
ideal and real aspects of teacher leadership. The early childhood teachers have
reported they believe it is important to educate others about the early childhood way
of teaching, and have suggested strategies to do so, but in Section B of the
questionnaire (reported in Chapter 7) teachers have indicated they find it 'hard' to
enact particular leadership roles which are necessary to implement the strategies. For
example, teachers suggested using conversation and information sessions to
communicate their philosophy to others but reported in the real aspect of leadership
that they find it 'hard' to say they are confident to speak publicly about the early
childhood way of teaching to others. Teachers also indicated that they found it
'hard' to say that they tell the principal about their early childhood philosophy.
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Further, teachers suggested the strategy of ensuring they arc included or involved in
school decision-making and planning but reported this was 'hard' Lo do in reality.
The findings also indicate that early childhood teachers believe that the
principal. children' parents, other teachers and the education syslem have a
significant role to play in boosling their professional confidence. They believe that
additions to teacher training courses such as practice at articulating and justifying
early childhood philosophy; leadership and interpersonal skills training (particularly
skills for interacting with adults): and further opportunities for mentoring and
learning from others would help them develop stronger leadership skills. The
teachers believe the principal, children's parents, other teachers and the education
system should provide early childhood teachers with support, recognition, respect,
and resources for professional development and opportunities to collaborate with
their peers. However, in the absence of respect and support from others, the
importance is highlighted for teachers to respect themselves and take charge of their
own professional development needs.
The next and final chapter provides a summary of the study and draws
together the major findings, conclusions and implications of the study.
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CHAPTER SIXTEEN

TOWARDS A NEW MODEL OF EARLY CHILDHOOD
TEACHER LEADERSHIP: SUMMARY, CONCLUSIONS AND
IMPLICATIONS FROM THIS STUDY
This chapter begins with a summary of the study, drawing together the major
findings from both Phases One and Two. The findings are drawn together in the
framework of addressing the research questions proposed at the outset. Next,
implications are outlined for administrators, early childhood teachers, teacher
educators, and for further research.

Summary and research findings
This study was conducted in two phases, whereby the findings from Phase
One of the study infom,ed the direction for Phase Two of the study. Phase One
involved testing a new Model of Early Childhood Teacher Leadership and measuring
the teacher leadership of 270 early childhood teachers in Western Australia. Data
were obtained through a survey questionnaire that involved responding to items of
leadership in the real and ideal modes. A Ras~h measurement model was used to
create a valid and reliable Scale of Early Childhood Teacher Leadership which was
comprised of 92 items (38 real and 54 ideal). The Scale of Early Childhood Teacher
Leadership was based on a multi-aspect model that stemmed from General
Leadership, Communication and Influence. Phase One culminated in the
development of insights into how teachers conceptualised their leadership roles
through analysis of their responses to open-ended questions. These insights provided
the framework for the fonnulation of the face-to-face follow-up interviews that
comprised Phase Two of the study.
In the course of conducting the research through Phases One and Two, the
five aims of the research were met. That is, 1) early childhood teachers' leadership
was measured and calibrated with item 'difficulties' on the same scale; 2) a model of
early childhood teacher leadership was developed, based on General leadership,
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Communication and Influences; 3) the model was !ested using the RUMM (2000)
computer program; 4) the psychometric characteristics of the scale were anal yscd~

and 5) the qualitative data from the questionnaire and interviews were analysed to
gain further insights into how Western Australian early childhood teachers
conccptuulisc their lcudcrship roles. The major findings of the study arc summarised
within the framework of the research questions outlined in Chapter One.

Research Question I: How do Westem Australia11 kindergarten lpreprimary teachers
conceptualise their role with regard to leadership in the early childhood setting?
What are teachers' 'ideal' views of their leadership in schools? What are teachers'
'real' views of their leadership in sclwals?
Research question one has been addressed specifically in Chapters 7, 11 and
12 of the study. One of the major findings of this study confinned the expectation,
that in general, early childhood teachers find it easier to hold higher ideal self-views
for most aspects of leadership than to hold high real self-views for most aspects of
leadership. The mean item 'difficulty' for each sub-scale indicated that the only real
aspect of lead~rship that was 'easier' than any ideal aspect was self-leadership. The
real mode of self leadership was 'easier' than the ideal Comm1micatio11s to me and

My influence 011 the principal which were the 'harder' aspects of leadership in both
the ideal and real mode. Where both the ideal and real items fitted the model, the
ideal items were 'easier' than the real items.
The findings indicate that the teachers believe leadership skills are important
and they would like to hold high self-views of their leadership. This finding was
supported by the data obtained through the follow-up interviews. Teachers believe it
is important to possess particular i.eadership skills sut.:h as being confident, assertive
and articulate in order to communicate their philosophy and pedagogy to others.
They also believe that these skills are necessary in order to state or justify their view,
to include them in whole-school planning and decision-making, and to resist pressure
from others for inappropriate practice.
The findings indicate early childhood teachers acknowledge the importance
of communicating their philosophy, and ideally, would like to become more
proficient at doing so. Similarly, most teachers perceive that there is a need to
communicate their philosophy, but some indicate they have rarely or never had to do
so, or were tired of explaining or justifying their philosophy. The majority of
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teachers interviewed tended towards an external locus of control whereby constraints
they faced were largely allributcd to external sources such as a lack of time and
others' lack of understanding about early childhood education. Some teachers
recognise the need to be proactive in communicating their philosophy which
indicates a more internally-oriented locus of control. However, being proactive is a
role that the majority of early childhood teachers find difficult in their work context,
with many perceiving their work milieu to be generally unsupportive and one in
which early childhood education lacks understanding or respect. Jrdced, some
teachers referred to their work context in terms of being engaged in a battle or war
involving different philosophies. The following list provides a brief summary of the
main findings of the study related to how early childhood teachers perceive their role
with regard to leadership. The teachers in this study perceive:
1. Leadership roles are important to their work as early childhood teachers;
2. There is a need to communicate early childhood philosophy and some
perceive the need to be.: proactive;
3. It is easier to hold high ideal self-views of leadership than real self-views
and teachers would like to demonstrate stronger leadership skills; and
4. Their work context is generally unsupportive of early childhood education
and most constraints to communicating early childhood philosophy are
attributed to external sources.

Research Question 2: What factors do kindergarten !preprimary teachers say
enhance or constrain their leadership abilities, in particular, their abilities to
articulate and communicate what they know and do as early childhood teachers?
Research question two has been addressed specifically in Chapters 8, 9 and
13 of the study. Teachers reported four global factors that were the source of
constraints to communicate their philosophy to others. The antithesis of these
constraints is the source of supportive frameworks that enhance teachers' abilities to
communicate their philosophy to others. These factors are 1) intrapersonal and
interpersonal skills; 2) professional confidence; 3) others' understanding and respect;
and 4) time. Findings from the study indicate that teachers perceive their
intrapersonal and interpersonal skills can enhance or constrain their abilities to
articulate and communicate their philosophy, or to defend or justify it to others.
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A major finding ol' the study is that the majority of early c.:hildhood teachers
reported that they did not feel confident to explain to the principal and other teachers
at the school, the early childhood way of teaching. With respect to general
perceptions of professional confidence, teachers reported that they lacked confidence
when they were: I) in situations of conflict; 2) under pressure to explain their
philosophy to others; 3) speaking to large groups; 4) the minority in school meetings;
5) subject to critical observation or disparaging comments; and 6) when they lacked
support and understanding from others. The majority of situations in which teachers
reported that they were most confident involved relations with others and associated
positive feedback, recognition and respect from others.
Other findings of the study indicated that the majority of teachers do not
believe they receive understanding and support from principals. Particular
behaviours of the principal that indicated to teachers that early childhood education
is not valued, included: 1) lack of interest and involvement; 2) lack of support for
resources; 3) ambitious goals at the expense of children's needs; 4) forgetting or
excluding early childhood staff from whole school activities or decision~making~ 5)
not willing to listen; and 6) actions incongruent with words. Conversely, if
principals demonstrated through their behaviour that they were interested,
supportive, listened to early childhood staff, and were willing to be involved and
learn more about early childhood programs, then teachers perceived the principal
does value and understand early childhood education.
Similarly, the majority of early childhood teachers reported that they believe
some parents do not value or understand early childhood education. This was
indicated through: 1) viewing the program as play or babysitting; 2) having a
disinterested attitude; 3) having expectations of fonnal learning; and 4) showing a
lack of understanding or value of early childhood education through particular
comments. On the other hand, if parents demonstrated that they are supportive,
interested and appreciative of the program, then teachers perceived that they did
value and understand early childhood education. In the same vein, the majority of
early childhood teachers reported that, on the whole, other primary teachers in the
school did not value or understand early childhood education. This was indicated by
1) other primary teachers' comments; 2) a greater priority or resources allocated to
the higher grades, and 3) a general lack of interest in early childhood education.
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Another finding of the study was that whilst a lack of lime was reported to he
an issue when communicating early childhood philosophy to children's parents and
other teachers, it is more of an issue with other primary teachers. Early childhood
teachers from the study indicated that there arc opportunities to make the time to
communicate with the principal and children's parents, but few opportunities lo
communicate with other primary teachers. It was concluded that early childhood
teachers did not attach as much importance to, or desire to communicate their
philosophy to, other primary teachers, or their desire to communicate it to them was
not as strong as the perceived need or desire to communicate it to the principal or
children's parents. The following list provides a brief summary of the main findings
of the study related to the factors that early childhood teachers report enhanced or
constrained their abilities to explain their philosophy and pedagogy to others. The
majority of early childhood teachers in this study reported that:

1. They are not confident in explaining their early childhood philosophy or
pedagogy to others. Those who do report themselves as confident still
find it difficult to enact aspects of articulating and communicating their
philosophy and pedagogy to others;
2. They are generally not reflective on their abilities to, or on the context
within which they do, communicate their philosophy and pedagogy to
others;
3. They face constraints similar to those faced by other teachers in the
school, but also have to contend with early childhood education being a
low status minority in the school with a different philosophical orientation
to primary education;
4. Time is more of an issue for communicating philosophy and pedagogy to
other teachers in the school. Teachers in the study reported that there
were fewer opportunities to communicate with other teachers during
school time than with the principal or parents;
5. They gain confidence through support, recognition, positive feedback and
respect from others; and
6. They believe early childhood education is not understood or valued by
others.
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Re:-iearch Questim1 3: What .\·trate~ies do ki11dergarte11 /preprimary teachers use to
e.,plai11 their pedagogy to pri11cipals, sta.ff'mzd childre11 's parents?
Research question three has been addressed specifically in Chapters JO and
14 of the study. One global strategy, rcpmted by many early childhood teachers, that
underpinned most strategics suggcsled as a means to communicate early childhood
philosophy and pedagogy, was to seize opportunities as they arise. No single
strategy emerged as the best way to educale others about early childhood education.
Rather, teachers proffered a combination of informal and formal strategics, including
conversation, invitations, displays, infonnation sessions, gaining support from the
media and others in the school, and being involved in school planning and decisionmaking.
A major finding of the study was that the majority of teachers reported that
they are able to find, or make the time, to communicate their philosophy to the
principal or children's parents as the need arose. However, despite recognising the
importance of communicating their philosophy, early childhood teachers indicated
that they are not provided with opportunities in school time, or that they are not
willing to commit time outside their working day to communicate their philosophy to
other teachers in the school. Nevertheless, teachers suggested informal strategies
such as chats and formal strategies, including arranged meetings and newsletters to
overcome time constraints to communicate their philosophy to others.
Another finding of the study was that the strategies suggested by teachers to
improve their professional confidence in order to help them communicate their
philosophy to others were predominantly derived from others. That is, early
childhood teachers expected that others (the principal, children's parents, other
teachers and the education system) should provide recognition, respect, positive
feedback, opportunities for interaction with peers, relevant professional development,
and public relations to promote e1::.rly childhood education. Early childhood teachers
suggested some strategies to help them communicate their philosophy to others and
proposed that relevant professional development could be one source of boosting
their confidence. They suggested professional development addressing leadership
and intrapersonal and interpersonal skills training, interaction with their peers, and
practice at articulating and communicating their philosophy and pedagogy.
Comments from early childhood teachers indicated that their varying professional
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needs were nol being met in the school context. Early childhood teachers also
suggested that more leadership skills, including intra and interpersonal skills
development, could be included at the undergraduate level of teacher education, with
practice at articulating and justifying early childhood philosophy, learning parent
interaction skills and, through more contact with, or mentoring from, practicing
teachers.
The following list provides a brief summary of the main findings of the study
related to the strategics early childhood teachers suggested can help them explain
their philosophy and pedagogy to others. The majority of early childhood teachers in
this study reported that:

1. It is best to use a combination of formal and informal strategies to
communicate early childhood philosophy to others;
2. Opportunities to collaborate with other staff are not provided in school
time, and communicating with other staff is not viewed as a necessity, or
teachers are not willing to commit time to collaborate after school hours:
3. Relevant professional development could boost professional confidence
and help them communicate their philosophy and pedagogy to others;
4. Their professional development needs are not being met in the school
context; and
5. More leadership skills development could be included at pre-service and
in-service levels of teacher education.

Research Question 4: Can kindergarten !preprimary teachers' self-views on
leadership (based 011 general leadership, communicatio11 and influence) involving
'ideal' and 'real' a!>pects be modelled and aligned on a scale from 'low,· to 'high',
using a Rasch Measurement Model? Can the 'difficulties' of the items relating to
leadership be aligned on the same scale as the leadership measures from 'easy' to
hard'?
Research question four has been addressed specifically in Chapter Seven of
the study. The results of Phase One of the study indicate that early childhood
teachers' real and ideal self-views of leadership can be aligned using a Rasch
Measurement Model on a scale from 'low' to 'high' and the 'difficulties' of the items
relating to aspects of leadership can be aligned on the same scale as the leadership
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measures from 'easy' to 'hard'. The 92 items (38 real and 54 ideal) that fitted the
measurement model formed a valid and reliable intcrval·lcvcl scale. The measures
of early childhood teacher leadership ranged from 0.03 to 6.04 logits. Of the 270

early childhood teachers, 60 had low measures of leadership (0.0.1 lO 1.95 logits);
169 had medium measures of leadership (2.00 to 3.96 logits); and 41 had high
measures of leadership (4.05 to 6.04 Jogits). In order to answer the more 'difficult'
items in the all or ,warly all the time category, teachers needed to have a
con-espondingly high leadership measure.
The 'difficulties' of the items ranged from -2.19 logits ('very easy') to +4.42
logits ('very hard'). For example, item 2, I handle a classroom crisis well (ideal
mode) has the lowest 'difficulty' of -2.19 indicating it was 'very easy' for teachers to
say that they would like to handle a classroom crisis well all or nearly all the time.
Item 115 I am asked questions about my philosophy by other teachers has the highest
'difficulty' of 4.42 logits indicating that teachers found it 'very hard' to say that other
teachers ask them questions about their philosophy all or nearly all the time.
Although teachers found the majority of items in the real mode 'easy', they
found the corresponding ideal mode 'easier'. For example, in the real mode, the
stem item 47 /48 I feel sure of myself at school has a 'difficulty' of+ 1.84 logits which
indicates that teachers found it 'easy' to say that they feel sure of themselves at
school all or nearly all the time. However, in the ideal mode, this item 'difficulty' is
-1.85 logits which indicates that teachers found it 'very easy' to say that they would
like to feel sure of themselves at school all or nearly all the time. In other words,
teachers would ideally like to find it easier than they do, to say that they are sure of
themselves at school, all or nearly all the time.
Another example is item 131/132 I would try to change school policy if it

conflicts with my philosophy. In the ideal mode, the item has a 'difficulty' of +0.70
logits indicating that teachers found it 'easy' to say they would like to change school
policy if it conflicted with their own philosophy all or nearly all the time. However,
in the real mode, the item 'difficulty' is +2.12 which indicates that teachers found it
'hard' to say that they do try to change school policy, all or nearly all the time, if it
conflicts with their own philosophy.
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With each item in the real and ideal mode aligned together in the same
manner, and with teacher leadership measures on the same scale, a valid and reliable
scale was formed from which early childhood teachers' self-views of their leadership
could be determined.

Research Question 5: Can a model he devised to explain early childhood teachers'
self-views of leaders/zip, based 011 'ideal' and 'real' aspects, and on ~eneral
leadership, co111m1micatio11 and i11jlue11ce aspects?

A multi-aspect model of Early Childhood Teacher Leadership was devised,
based on teachers' real and ideal aspects, and on General Leadership (classroom
leadership, self-leadership, school leadership, and program leadership);
Communication (from early childhood teacher to principal /children's parents /other
teachers and from principal /children's parents /other teachers to early childhood
teacher); and Influence (early childhood teacher influence on the school, and early
child.hood teacher influence on the principal). As conceptualised, teachers found it
·easier' to hold higher ideal self-views of leadership than real self-views of
leadership. Of the original 142 items, 50 did not fit the model. Teachers may not
have answered these items in

J.

consistent and logical manner or there may have been

a lack of consensus among teachers on the 'difficulty' of the item. It is possible that
these items are not influenced predominantly by teacher leadership. It is also
possible that improved wording of the items may result in a fit to the model.
The 'easier' aspects of Leadership were Program Leadership and Selfleadership from the General Leadership aspect, while the 'harder' aspects were
Influence on the school and the principal, and Communication from the principal,
children's parents and other teachers to the preprimary teacher. For example, in the
General Leadership aspect, the sub-scale of Program Leadership in the ideal mode
had the lowest mean item 'difficulty' of -1.88 legits, indicating that the nine items
that fitted the model, were 'very easy' for teachers to respond to in the highest
category. In this sub-scale, teachers found it 'very easy' to say they would like to
feel involved in school life (item 42) and to be viewed as an equal by colleagues of

their own sex (item 50).
The sub-scale with the highest mean item •ctifficulty' was Communication
from the principal, children's parents and other teachers to the preprimary teacher, in
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the real mode. This sub~scale had a mean item 'difficulty' of +3.06 which indicated
that, in general, teachers found these items 'hard'. For example, teachers found it
'hard' to say that they arc 1,:ive11 positivefeedbackfor their pro1,:rmn by other
teachers (item 99), praised for particular project.\· by other teachers (item I09), and

'very hard' to say that they arc asked q1u!stim1s about their philosophy hy their

principal (item 117).
In general, the findings of this study indicated that early childhood teachers
found it more difficult than they would like, to enact particular leadership roles
within each aspect (General Leadership, Communication, and Influence) of the
model. For example in the General Leadership aspect, teachers found it 'hard' to say
that they desire to take a leadership role in the wider community, but found it 'easy'
to say that they feel involved in school life and 'easy' to say that they initiate their
own professional development, were optimistic, and felt sure of themselves at
school. For the corresponding ideal modes, teachers indicated that they found it
'very easy' to say they would like to respond in the higher categories for these items.
In other words, although the teachers found some items 'easy' in the real mode, the
difference in 'difficulty' between the real and ideal modes of the items indicates that
teachers would like to find these aspects of leadership easier than they do.
In the Communication aspect, teachers reported that they found it 'hard' to
say that they were a confident public speaker about early childhood education, or that
they were given positive feedback by other teachers, or asked questions about their
philosophy by the children's parents. Teachers found it 'very hard' to say that they
were asked questions about their philosophy by other teachers or by their principal.
In the corresponding ideal mode, teachers indicated that they found it 'very easy' or
'easy' to say that they would like to respond in the higher categories for these aspects
of leadership.
In the Influence aspect, teachers reported that they found it 'hard' to say that
they made sure they were included in school decision-making, or that they try to
change school policy, if it conflicted with their philosophy. They found it 'hard' to
say that they tell the principal of tneir philosophy, or encourage the principal to be
involved in their classroom. Teachers also found it 'hard' to say that they help the
principal acquire more knowledge of early childhood education, or try to change the
principal's attitude about early childhood education, if it conflicted with their own.
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Where items had a corresponding ideal mode, teachers indicated that it was 'easy' to
say they would like to respond in the higher categories for these aspects of
leadership.
In general, the findings of this study indicated that early childhood teachers
found it more difficult than they would like to enact leadership through articulating
and communicating early childhood philosophy and pedagogy to others. In Phase
Two of the study, teachers' perceptions were investigated and their views sought on
what helped and hindered them in fulfilling this leadership role. Based on the
findings from both Phase One and Two of this study, an attempt has been made to
create a model of Early Childhood Teachers' self-views of their leadership role with
regard to articulating and communicating early childhood pedagogy and philosophy
(see Figure 12). In the attempt to simplify the model, the diagram is more linear than
the researcher believes actually represents teachers' views. The complex interplay of
factors is viewed as dynamic and a change (either of a supporting or hindering
orientation) within one factor or variable affecting teacher leadership may affect one
or more of the other factors, and hence the real perception of leadership.
The model depicts the variables that teachers reported enhanced 0r
constrained their efforts in communicating their philosophy to others. In the process
of representing the variables as an influence on teachers' leadership abilities (General
Leadership, Communication and Influence aspects), the gap or differentiation
between early childhood teachers' ideal and real self-views of leadership is
highlighted.
The findings indicated that early childhood teachers hold an ideal view of
their leadership roles, and in general, find it 'easy' or 'very easy' to hold high ideal
self-views for most aspects of leadership including, General Leadership,
Communication, and Influence on others. This indicates that teachers recognise the
importance of leadership roles and would ideally like to enact most aspects of
leadership with proficiency. However, early childhood teachers cited particular
factors they believe can influence their abilities to enact these leadership roles.
These were grouped broadly as their own intrapersonal and interpersonal skills,
professional development, time, and the level of understanding and suppmt from
others. These factors are dynamic in nature thus subject to change, and can either
enhance or constrain teachers' efforts to articulate and communicate their philosophy
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to others. A change in one factor can bring about a change lo a teacher's real selfvicw of leadership. A positive change may enhance the ability of a teacher to enact
particular leadership roles, thus leading to a more positive self-view. Conversely, a
negative change may constrain a teacher's a.bility to enact particular leadership roles,
thus causing his or her self-view of leadership to become less positive.
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Figure 12: Model of Early Childhood Teachers' Self-views of Leadership.
Source: Developed by the author as a result of this study.
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The model also reflects the possibility of a teacher's ideal self-view of
leadership being subject to changr. A change in one or more of the variables
affecting leadership may alter a teacher's ideal self-view. For example, a teacher
may hold an ideal self-view that they would like lo take a leadership role in the wider
education community none or almost none of the time. However, with a positive
change in one or more of the variables affecting leadership, a teacher may alter his or
her ideal self-view. For example, a teacher may develop stronger intrapersonal or
interpersonal skills, undertake inspiring professional development, or receive support
from a key person. As a result, the teacher may decide that he or she would like to
take a leadership role in the wider education community all or nearly all the time,
thus altering their ideal self-view of leadership.
As represented in the model, depending on the interplay of factors that can
enhance or constrain teachers' efforts to articulate and communicate their
philosophy, early childhood teachers can develop a real self-view of leadership from
which they devise strategies to communicate their early childhood philosophy.
Alternatively, or concurrently, teachers may also develop strategies according to
their perceptions of the constraints or barriers they face, thus leading to the formation
of their real self-view of leadership with regard to communicating their philosophy.
Considered from this perspective, that teachers' self-views and variables affecting
leadership are interdependent and subject to change, early childhood teachers'
abilities to communicate their philosophy and pedagogy to others can also be subject
to change. Positive changes within one or more of the variables affecting leadership
may enhance teachers' abilities to communicate their early childhood philosophy to
others, while negative changes within a variable may constrain teachers' abilities to
communicate their early childhood philosophy.

Implications
Implications for Administrators
The findings from this study indicated that early childhood teachers believe
the principal, children's parents and other teachers in the school do not value or
understand early childhood education. In addition, the teachers reported their
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confidence could be increased, in part, through support, recognilion, positive
feedback and respect from others. Given that the principal can exert influence over
the school culture, and in order for early childhood programs to be respected and
valued within the school, the principal would be well placed to show public support
and understanding. This can be achieved, in part, through seeking early childhood
practitioners' input in school decision-making, ensuring fair distribution of resources
and through valuing, openly, the contribution that early childhood programs make to
the school and the education of young children. In addition, it is suggested that
principals need to treat early childhood teachers as "colleagues rather than
subordinates" (Witcher, 2001, p. 89) to encourage and realise shared leadership and
open sharing of ideas in the school.
It is equally important for administrators to acquire knowledge of appropriate

programs for young children. A major role of principals is to support and empower
teachers. For principals to fulfill this role with respect to early childhood teachers,
they must first have a sound understanding of early childhood philosophy and
pedagogy. However, principals may require support from the education system in
order to acquire knowledge and understanding of early childhood education.
Principals must also be willing to listen to the concerns and the views of early
childhood staff and ensure they communicate openly, their respect and support for
quality early childhood education to the staff.
The findings also indicated that the majority of early childhood teachers
believe that they are not provided with enough opportunities to collaborate with other
staff in the school. Collaboration among school staff has been identified as an
essential element of school refonn (Firestone, 1996; Hargreaves, 1994; Sergiovanni,
1990; Witcher, 2001). However, given the Jack of support from the education
system and government policies, there is a strong implication for principals to find
innovative and creative ways in consultation with staff, to provide more
opportunities for meaningful collaboration.
Early childhood teachers in the study reported that their professional
confidence could be boosted by relevant professional development which they
believe is difficult to access. They reported that most professional development
experienced in the school context is whole-school development, with a primary
philosophical orientation. It is suggested principals could provide more support to
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early childhood staff in their endeavours to access professional development relevant
to their needs. Again, p1incipals in tum may need suppon in this endeavour from the
education system. Princip,ils could also guard against adopting the view that
empowc1mcnt of teachers is a threat to their own leadership role. Rather, they could
view early childhood teachers developing stronger leadership skills as a source of
value-adding to the schools' overall quality as an educational provider, focussing on
the needs of young children.

Implications for early childhood teachers
Early childhood teachers in this study viewed the context within a primary
school setting to be generally unsupportive of early childhood programs with many
principals, children's parents and other teachers not understanding or valuing early
childhood education. From this perspective, the implication is clear. Early
childhood practitioners need to adopt stronger leadership roles and develop the skills
necessary to articulate and communicate early childhood philosophy and pedagogy
to others in the school setting. Doing so is essential in order to advocate for young
children and appropriate programs, and to help others understand and acquire more
knowledge about the early childhood way of teaching.
The need for persistence has been emphasised as a major element of
leadership and advocacy (Barth, 2001; Gratz & Boulton, 1996; Sergiovanni, 1990;
Taha et al., 1999) and it is essential that early childhood practitioners do not abandon
their efforts through frustration, but rather, persevere in advocating for young
children and the profession. It is suggested that, as the need arises, it is reasonable to
expect teachers to allocate a portion of out of school hours to their advocacy role.
Such advocacy can take various fonns including communicating with parents or
other staff, presenting infonnation sessions, attending meetings of professional
organisations or early childhood networks, and engaging in professional
development. Early childhood teachers could also be active participants in school
life. Being active participants can help them to become more aware of leadership
opportunities. Ensuring participation in school decision-making and other activities
can help raise their status within the s.c.hool context and afford more opportunities to
explain to others about the early childhood way of teaching.
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The majority of early childhood teachers reported th.1l they arc not confident
to communicate their philosophy to others and indicated a desire lo develop stronger
leadership skills. If early childhood teachers arc not going to be provided. with
guidance to develop stronger leadership skills within the school context, they must
find ways themselves. If teachers do not receive support from within the educational
system to access professional development relevant to their needs, it is essential that
they be proactive in seeking out sources themselves.
As a part of being proactive, early childhood educators could adopt a more
internal locus of control, and reflect continually on their leadership roles, and the
context within which they communicate their philosophy to others. Engaging in a
critically reflective process could provide them with more understanding of
themselves and others, and provide direction for their leadership roles in
communicating the early childhood way of teaching to others. Part of the critically
reflective process could involve addressing internalised norms such as a victim
mentality (Cox, 1996) and being 'nice ladies' (Stonehouse, 1992), not wishing to
encroach on or offend others as indicated in the present study through teachers'
language and metaphors (see page 170). Further, early childhood teachers need to be
prepared and ready to support their beliefs and appropriate programs with knowledge
and research. They need to develop the confidence to articulate early childhood
philosophy and pedagogy and possess the interpersonal skills to communicate it to
others. In the words of Fullan (1994, p. 252), with reference to teachers working to
improve the teaching profession, we won't "get there if we do not have stronger
teachers leading the way".

Implications for teacher educators
The findings of this study have highlighted the need for undergraduate and
post graduate teachers to be provided with opportunities to develop their leadership
potential through acquiring knowledge, skills and understanding of leadership roles
to be adopted in the pursuit of advocating for young children and appropriate
programs. Early childhood teachers in the study indicated they would like to develop
stronger leadership skills. However, it seems that few have reflected on their
leadership abilities, indicating they need help or guidance to reflect on their
leadership roles with regard to advocating for young children and appropriate
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programs, and in determining how to set about developing stronger leadership skills.
It is suggested that many teachers have not adopted a 'third wave' perspective of

leadership and thus arc not c·

· that leadership roles can be assumed hy teachers at

any level or the educational setL ;, . Specific leadership roles that early childhood
teachers may adopt need to be made explicit at the undergraduate and post graduate
levels.
The majority of early childhood teachers in this study reported that they
believed more leadership skills development should be included in the pre-service
and in-service training for teachers. Many reported the need for more practice at
articulating and justifying early childhood philosophy and pedagogy, and more
interpersonal skills development in the areas of confidence, assertion and interactions
with adults. There is a strong implication for training bodies to listen to the voices of
early childhood teachers and include specific leadership skills development in their
programs and offer courses that meet the professional development needs of early
childhood teachers. If such courses exist already, then it is suggested that greater
promotion within schools is required with more liaison and negotiation between the
provider, the Education Department and school administrators, to help teachers
access relevant professional development.

Implications for further research
The findings of the present study have contributed to knowledge of early
childhood teacher leadership and provided further possibilities for the direction of
future research in the field. The new Model of Early Childhood Teacher Leadership
developed in the present study has enabled real and ideal items representing aspects
of teacher leadership, to be linked together with teacher leadership measures to form
a valid and reliable scale. However, the model can only be regarded as the beginning
in this area and hence needs further testing and refinement. Subsequent versions of
the scale of Teacher Leadership would be improved wilh testing in other countries
and with the inclusion of further 'harder' items to better target early childhood
teachers with high leadership measures. It may also be improved with alternative
wording for some items, and extending the model beyond ideal and real self-views to
include capability self-views, thu~. fanning a Guttman pattern for each sub-set of
items in the model (see Improvements to the Model, Chapter 7).
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Futiher, the model could be expanded to include additional aspects or
leadership. The present model is focussed on clements with respect to leadership in
advocacy through communicating early childhood philosophy and pedagogy to
others. Further aspects rclutcd to leadership in the literature, such as self-confidence
and selr-efficacy could be tested to sec if they are; predominantly influenced by the
unidimensional trait or leadership. Gender and power relations arc also highlighted
in the literature as variables influencing leadership and this issue with respect to
interpersonal relationships of early childhood teachers needs to be developed in the
model. Further items encompassing gender need to be includcr.-i 0r existing items in
the model need to be reworded.
Given that early childhood teachers indicated they would like to develop
stronger leadership skills, more research is needed to establish the best ways to help
teachers acquire these skills. Research that infonns the development of courses
should stem from teachers' voices and courses developed in response to teachers'
professional development needs should be evaluated in tenns or their effectiveness,
both long and short term.
Findings from this study indicate that future attempts at initiating change
within the school system, with regard to how early childhood education is perceived,
must incorporate all interlocking contexts within which teachers work. To raise the
status of early childhood education, and for it to become a respected and valued part
of the school, support must be embedded within each context. Early childhood
teachers alone, through developing stronger intrapersonal, interpersonal and general
leadership skills cannot effect change in the way others perceive early childhood
education. Teachers need suppDii and respect from the principal and principals need
support from the education system to enable them to acquire more knowledge about
early childhood philosophy and pedagogy. In turn, the education system needs
support at the policy level, which is determined largely by government policy and
budget restrictions. The importance of support at the policy level was highlighted by
Tayler in Tayler, Diezmann and Broughton (2000. p. 74) with the assertion that "to
foster the kind or curriculum and pedagogy advocated for young children, an
infrastructure of supportive policies and practices is necessary".
The interlocking contexts in which teachers work are recognised as
interdependent and dynamic in nature as one context exetis influence over another.
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However, change in one context will not ensure change is effected throughout all
other contexts. To dutc, change in schools has been likened by Toll (200 I, p. 345) to
"n bird flying at a window". To engender a desired change in altitude towards early
childhood educution within schools a collaborative effmt is required in which action
is taken, and support provided, across the interlocking contexts. These contexts
include teachers as an individual context (including intrapersonal, interpersonal and
leadership skills); the classroom; the school; the school community; the education
system (including teacher training institutions); the broader community; and
government contexts.
Whilst much has been written on the low status of preprimary grades within
the school context, it is suggested that further research can seek to identify contexts
in which early childhood education is valued. Through exploring the success stories
in schools, and identifying the supportive elements or structures behind these
successes, further insights may be gained on engendering change with a view to
raising the status of, and gaining respect for, early childhood education. From
another perspective, Toll (2001) suggested that future research should look at
'lasting' school change through the lenses of critical theory and postmodernism, with
a focus on power and difference within the interlocking contexts of government,
education and schools, to provide new understandings.
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Appendix A: Qnestionnaire and follow-up letter
Dear Colleague

I am conducting research into Kindergarten /Preprimary teachers' perceptions of
their leadership role and self~concept. Leadership in this context includes teachers'
abilities to articulate and communicate early childhood pedagogy and philosophy.
The research has EDWA approval and is supervised by Dr Loraine Corrie, Faculty of
Education, Edith Cowan University.
ECE is often regarded as having the lowest status in the education system. It is
believed that recent government refonns based on financial rather than educational
concerns are an attempt to eliminate expensive differences between preprimary and
primary grades. In face tJf these declines in status, conditions and appropriate
resources, leadership skills in the form of articulating and communicating ECE
pedagogy and philosophy have become important.
The enclosed questionnaire has three sections and takes about thirty minutes to
complete. Taking the time to complete this questionnaire will contribute to
knowledge about leadership in ECE. It is expected that this research will be valuable
to the cause of ECE by gathering knowledge about teachers' perceptions of their
leadership roles and identifying factors that help or "1!nder ECE teachers' abilities to
articulate and communicate their pedagogy and pl' ' 1 '>n; ·hy. Through gaining more
knowledge and understanding, we will be in a bcttl ,)('..,ition to be proactive about
leadership in ECE.
No names are required on the questionnaire and individuals will remain anonymous.
The findings will only be published as group statistics. Completion of the
questionnaire is taken as informed consent based on the conditions mentioned above.
Please return the completed questionnaire in the stamped addressed envelope within
two weeks.

If you have any questions about the research I can be contacted on (phone number).
Thank you in anticipation for your cooperation and participation. It is greatly
appreciated.

Glenda Boyd
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Questionnaire: ECE teacher pen.:eption of self-concept and leadership role

I SECTION A

·Biographic information

Directions: Please tick the appropriate box or write a response in the space
provided.

Male D

I.

Gender

2.

Number of years you have been teaching in early childhood education _ __

3.

Number of years in your present school /centre _ _ _ _ _ _ _ _ _ _ __

4.

Your teaching position

5.

Your K /PP centre /room

6.

Number of K /PP teachers in your school /centre

7.

Gender of your principal

8.

If a member of any professional organization/s, please name _ _ _ _ _ __

9.

Your tertiary qualification/s

Female D

Country D or Metropolitan D

qualification

On site D

Male D

KDorPPD

Off site D

Female D

year obtained

institution

-·--····--------·--··-·-····-··----····---·······--··-·-----·-··-··-···-······-··--··--········-·

I SECTIONB

Teacher leadership ·

Directions: Please rate each statement according to the following response format
and place a number corresponding to how you would like to be and how you believe that
you are on the appropriate line opposite each statement.
All the time or nearly all the time
Most of the time
Some of the time
None of the time or almost none of the time

put
put
put
put

3
2

I
O

Example

If your leadership characteristic, how you would like to be is that you would be able
to handle a crisis well all the time, put 3. If in practice (how you actually are) you handle a
crisis well some of the time, put I.
Item I

Handle a crisis well

3
How I
am

How I would
like to be
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I

All the time or 11early all the time
Most of the time
Some of the time
None of1hc time ,ir 11Jmu~t none of the time

1m1 3
put 2
put t
put ll

How
I am

How I
would
like Lo be

General Leadership
Classroom leadership
I handle a classroom crisis well
I set clear standards
5/6

I am willing to take calculated risks

7/8

I share decision making

9/10

I convey clear role responsibilities to other staff

ll/12

I motivate and inspire other staff to do their best

13/14

I take a leadership role

Self leadership
15/16

I set clear goals

17/18

I am proactive rather than reactive (initiating rather than
responding)

19/20

I stand up for what I believe in

21/22

I achieve what I set out to achieve

23/24

I know my own strengths

25/26

I know my own weaknesses

27/28

I am a confident person

29/30

I am an assertive person

'31/32

I am an optimistic person

Program leadership
33/34

I am proud of my achievements at school

35/36

I am satisfied with my programming

37/38

I am satisfied with my record keeping

39/40

I feel good about the work I do at school

41/42

I feel involved in school life

43/44

I have a good rapport with ECE staff I work with

45/46

I have a good rapport with other staff at my school

47/48

I am sure of myself at school

49/50

I feel I am viewed as an equal by colleagues of my sex

51/52

I feel I am viewed as an equal by colleagues of the opposite sex
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I

All the lime nr nearly :111 the lime

pu1 3

Mo~l orthc time
Sumcofthctimc

put 2
put I

None of the time nr alnmsl none of the time

puL CJ

How
I am

School leadership
53/54

I implement a developmentally appropriate program

55/56

I reflect on my own teaching practice

57/58

I advocate for early childhood teaching philosophy

59/60

I initiate my own professional development

61/62

I am willing to be involved in extra curricula activities

63/64

I look for ways to improve my teaching practice

65/66

I feel in control of what happens in my classroom

67/68

I keep up to date with latest developments in ECE

69/70

I implement a child initiated program

71/72

I desire to take a leadership role in the classroom

73/74

I desire to take a leadership ro!~ in the wider education community

Communication
From me to parents /teachers /principal
75/76

I communicate effectively with the principal

77178

I am a confident public speaker ahout ECE

79/80

I can argue my point of view strongly with the principal

81/82

I can argue my point of view strongly with children's parents

83/84

I can argue my point of view strongly with other school staff

85/86

I can argue my point of view easier with same sex persons than
with opposite sex persons

87/88

I am confident to ex;.Jain to children's parents about the early
childhood way of teaching

89/90

I am confident to e):plain to other school staff about the early
childhood way of teaching

91/92

I am confident to explain to the principal about the early childhood
way of teaching

93/94

I feel more comfortable talking to persons my sex than persons of
the opposite sex

95196

I have good communication skills
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How I
would
like to be

All the lime or nearly all the time
Mos10f1hc time
Some oflhe time
None of the time or olmos1 mmc uf the time

[lUl 3
[JUL 2

put J
.-; put II

How
I am

How I
would
like Lo be

Prom parents /teachers /principal to me
I am given posilive feedback for my program by children's parents

97/98

I am given positive feedback for my program by other teachers

, 991100
101/102

I am given positive ,feedback for my program by my principal

103/104

Preprimary staff look to me for leadership in ECE

105/106

My principal looks to me for leadership in ECE

107/108

I am praised for particular projects by children's parents

1091110

I am praised for particular projects by other teachers

ll llll2

I am praised for particular projects by my principal

113/114

I am asked questions about my philosophy by children's parents

ll5/ll6

I am asked questions about my philosophy by other teachers

ll7/ll8

I am asked questions about my philosophy by my principal

'

'

Influences
My influence on the school
ll9/l20

I make sure I am included in school decision making

121/122

If necessary I would push for male and female staff to have equal
say in decision making in my school

123/124

I feel comfortable in the school staff room

1251126

I feel I am a valued member of school staff

1271128

If necessary I would push for preprimary staff to share equal status
with primary staff in my school

129/130

I encourage others to do things consistent with my early childhood
philosophy

1311132

I would try to change school policy if it conflicts with my
philosophy
My influence on the principal

133/134

I tell the principal of my early childhood philosophy

135/136

I encourage the principal to be involved in what happens in my
classroom

1371138

I encourage the principal to support my early childhood philosophy

1391140

I would try to change my principal's attitude about ECE, where it
conflicts with mine

141/142

I try to help the principal acquire more knowledge about ECE
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'

... ,,;;

•'',);t_-_·.;_·. -· ,'
·,.\

Teachers say there arc various factors that help or hinder their efforts to exphi.in to others
about early childhood philosophy. Please reflect on your past or present experience and
outlin'i the factors that have helped or hindered you to explain einly chiidhood philosoJ,.Jy.
a. Factors that helJ> me to explain about the curly childhood way of teaching to the
following people include:
Principal -

Children's parents -

Other teachers -

b. Factors that hinder my explaining about the early childhood way of teaching to
the following people include:
Principal-

Children's parents-
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Other teachers -

c. Strategics I use lo tell the following people about the early childhood way of

teaching include:
Princi al -

Children's parents -

Other teachers -

d. Please make any further comments you have about leadership in K /PP, in
particular, leadership with regard to explaining early childhood philosophy.

Thank you for taking the time to complete this questionnaire. It is greatly appreciated.
Glenda Boyd
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Follow-up letter to questionnaire

Dear colleagues,

Recently, a survey questionnaire on early childhood teachers' perceptions of their
selfMconcept and leadership roles was sent to you.
If you have completed and returned the questionnaire, I thank you sincerely for your
time and effort. Your contribution is valued and you will help further knm~iJedge in
early childhood education.

If you have yet to complete the questionnaire, I wish to reiterate how appreciative I
would be of your response. The quality of data obtained from this questionnaire will
depend largely on a high return rate.
I realize you wiU become increasingly busy at this time of the year, but appeal to
your professionalism and kindness and ask that you support research into ECE by
completing and returning the questionnaire.

If you did not receive a questionnaire but would like one, or if you are willing to be
involved further by participating in an interview, please sontact me on-9317 2675.

Thanking you in anticipation of your support.
Yours sincerely

Glenda Boyd.
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Appendix B: Questionnaire fit and non-fit of teacher leadership items

i\

All the time or nearly all the time
Most of the time
Some of the time
None of !he time or almost none of the time

put 4
put 3
put 2

out I

How
I am
(real)

How f
would
like to be
(ideal)

General Leadership
Classroom leadership

1-2

I handle a classroom crisis well

No fit

-2.190

3-4

I set clear standards

No fit

-2.056

5-6

I am willing to take calculated risks

No fit

-0.043

7-8

I share decision making

No fit

No lit

9-10

I convey clear role responsibilities to other staff

+0.851

-l.601

11-12

I motivate and inspire other staff to do their best

No fit

-1.423

13-14

I take a leadership role

tl.581

-0.892

Self-leadership

15-16

I set clear goals

-0.437

No fit

17-18

I am proactive rather than reactive (initiating rather than responding)

+0.493

No fit

19-20

I stand up for what I believe in

No .fit

-1.621

21-22

I achieve what I set out to achieve

-0.329

-1.602

23-24

I know my own strengths

No fit

-1.785

25-26

I know my own weaknesses

No fit

-1.723

27-28

I am a confident person

No fit

-1.835

29-30

I am an assertive person

No fit

-1.288

31-32

I am an optimistic person

+0.166

-1.787

Program leadership
33-34

I am proud of my achievements at school

-0.733

-1.910

35-36

I am satisfied with my programming

No fit

No fit

37-38

I am satisfied with my record keeping

tl.771

-1.923

39-40

I feel good about the work I do at school

No fit

-2.294

41-42

I feel involved in school life

+1.841

-1.161

43-44

J have a good rapport with ECE staff I work with

No fit

-1.967

45-46

I have a good rapport with other staff at my school

No fit

-1.736

47-48

I am sure of myself at school

+0.794

-1.853

49-50

I feel I am viewed as an equal by colleagues of my sex

No fie

-2.171

51-52

I feel I am viewed as an equal by colleagues of the opposite sex

No fit

-1.923
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School leadership
53-54

I implement u developmentally uppropriute program

No fit

-2,046

55-56

I reflect on my own teaching practice

No fit

-2.1182

57-58

I advocate for curly childhood teaching philosophy

No fit

-2.186

59-60

I initiate my own professional development

+0.489

-1.343

61-62

I am willing to be involved in extra curricula activities

No fit

-11.181

63-64

I look for ways to improve my teaching practice

-11.779

-1.611

65-66

I feel in control of what happens in my classroom

No fit

-1.781

67-68

I keep up to date with latest developments in ECE

No fit

-1.495

69-70

I implement u child initiated program

No fit

No fit

71-72

I desire to take a leadership role in the classroom

No fit

No fit

73-74

I desire to take a leadership role in the wider education community

+3.361

+2.017

i~-

Communication
From me to parents /teachers/ principal

.:,

75-76

I communicate effectively with the principal

+0.881

-1.767

77-78

I am a confident public speaker about ECE

+2.220

-0.260

79-80

I can argue my point of view strongly with the principal

+1.773

No fit

81-82

I can argue my point of view strongly with children's parents

+0.413

-0.759

83-84

I can argue my point of view strongly with other school staff

+1.541

-0.741

85-86

I can argue my point of view easier with same sex persons than with oppositl!
sex persons

No fit

No fit

87-88

I am confident to explain to children's parents about the early childhood way
of teaching

-0.278

-2.188

89-90

I am confident to explain to other school staff about the' early childhood way
of teaching

+0.858

-2,055

91-92

I am confident to explain to the principal about the earl}' childhood way of
teaching

+0.942

-2.099

93-94

I feel more comfortable talking to persons my sex than persons of the opposite
sex

No fit

No fit

95-96

I have good communication skills

+0.684

-2.074
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From parents /leachers /principal to me
97-98

I am given positive feedback for my program by children's parents

No lit

-1.272

99-100

I am given positive feedback for my program by other teachers

+2.634

-0.302

IOI-I02

I am given positive feedbuck for my program by my principal

No fit

No fit

!03-104

P1eprimary staff look to me for leadership in ECE

+2.614

No fit

l05-l06

My principal looks to me for leadership in ECE

No fit

No fit

I07-I08

I am praised for particular projects by children's parents

+1.611

No fit

!09-I IO

I am praised for particular projects by o!her teachers

+2.674

-0.747

111-112

I am praised for particular projects by my principal

No fit

+fl.207

113-114

I am asked questions about my philosophy by children's parents

+3.297

No fit

115-116

I am asked questions about my philosophy by other teachers

+4.421

+1.558

117-118

I am asked questions about my philosophy by my principal

+4.178

+J.588

Influences
My influence on the school
119-120

I make sure I am included in school decision making

+2.006

No fit

121-122

If necessary I would push for male and female staff to have equal say in
decision making in my school

No fit

No fit

123-124

I feel comfortable in the school staffroom

No fit

-1.524

125-126

I feel I am a valued member of school staff

No fit

-1.621

127-128

If necessary I would push for preprimary staff to share equal status with
"
,,
primary staff in my school

+0.956

-0.852

129-130

I encourage others to do things consistent with my early chi!phood philosophy

+1.945

+0.835

131-132

I would try to change school policy if it conflicts with my philosophy

+2.117

+0.702

+2.470

+0.766

+2.224

+0.456

My influence on the principal
133-134

I. tell the principal of my early childhood philosophy

1·,

itl my classroom

135-136

I encourage the principal to be involved in what happens

137-138

I encourage the principal to support my early childhood philosophy

+1.871

No fit

139-140

I would try to change my principal's attitude about ECE, where it conflicts
with mine

+2.137

+0.347

141-142

I try to help the principal acc:uire more knowledge about ECE

+3.035

+1.004

Notes on Appendix B
l. The item difficulties are in logits (the log odds of answering the response categories positively).
The item 'difficulties' range from -2.294 which is 'extremely easy' to +4.241 which is 'extremely
hard'.
2. Of the 142 items, 92 fit the measurement model to produce a proper interval -level scale (item
'difficulties' in bold) with a predominant unidimensional influence.
3. 38 real and 54 corresponding ideal items fit the measurerr.ent model to form the scale of Early
Childhood Teacher Leadership.
4. Most ideal items are 'easier' than the real items, as conceptualised at the outset.
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Appendix C: Teacher Leadership scores and item 'difficulties'
LOCATION
7

PERSONS

.o

ITEMS [uncen~ralised thresholds)

I

II

6. 0

I011S.2

I
x I !0117.2
I
x !0073.2
xxx I I0113.2,
xxxx I :t0037 .2
xx I
x I !0103.2
xxxx I !0099.2
xxxx I 10021.2
xxxx I 10119.2
xxx I I0129.:Z
I I0131.2
xxxxxxx I J:0107.2
xxxxxx I !0118. 2
xxxxxxx I !0075.2
xxxxxxxxxxxxx I I0091.2
xxxxxxxxxx I
xxxxxxxxxx I IOOJJ.2
xxxx::xxxxxx I !0136.2
xxxxxxxxxx I J:0115.1
xxxxxxx I 10130. 2
I :C0127.2
xxxxxxxxxx I !0132. 2
xxxx !0006. 2
xxxxxxx J:OU.1.1

I

5.0

4.0

3.0

2. 0

·XXXXXX

xxx
x
x
xx
x
x

1.0

0.0

II

I
I
I

I

I
I
I

I
I
I
I

-1. 0

I
I
I

I
I
I

-2. 0

I

I

I
I

-3. 0

I
I

I

I
I
I

I

-4. 0

I
I

I
I

-5.0

x

!0109.2

I0141.2

10017.2

!0077,2

IOlJJ.2

IDD09.2

I0135,2

10013.2

I0139.2

I0041.2

10079.2

I0074.2

10116.2

!0047.2

!0015.2

!0081.2

!0089.2

IOOJl.2

!0059.2
!0112. 2
I0063.2
J:0087 .2

10110.2
!0142.2

10137,2

10134. 2

10014.2

10062.2

!0117.1

I0068.2
10126.2
I0128.2
I0046. 2
:C0127.l

I0074.l

!0140. 2
!0100.2

:t0073.1 !0113.l
!0030.2
J:0099.1 J:0133.i
J:0103.1 I0060.2
J:0139.1 I0012. 2
I0064. 2 J:0135.1
10032, 2 J:0077.1
10082. 2 10010. 2
:C0107.l 10116 .1
10076, 2 10118 .1
I0038. 2 10132.l
10092. 2 .I0013.l
10088. 2 10050, 2
.I0091.l I0002, 2
.I0089.1 10040.2
J:0037.1 10078.1
10082.1 J:0059.1
10112 .1 10084 .1

I0009.l
10095 .1
J:0087.1
10004.1
10024, 1
10060.1
I0044 .1
10020 .1
10034 .1
10050.1
10042,1
:C0063.1
10110, 1

I0083.2

IOOiS.2

!0042,2

roo11L 2

I0098 .-2
J:0109.1
I0124, 2
J:0131.1
I0129.1
I0048.2
J:0079.l
IOOU.1
I0142,1
I0096.2
I0058.2
10004.2
10140, l
I0136.1

10054. 2
J:0075.1

I0047 .1

10128.1

10006.1

I0066.1
1'0017.1
10124.1
I0092 .1

10026.1
10040.1
10068.1
10098.l

I0100,1
10062 .1

:C0081.l

10054.l
10010.1
10022 .1
I0076, l
10032.1
10058.1
10088.1
!0126, 1
70014.1
.I0033.1

J:0031.l
10012 .1
I0038.l
10040. r
I0064 .1
10046.1
10030.1

10084. 2
I0020.2
I0137 .1
I0026.2
10034. 2
10028. 2
10024, 2
I0044. 2
I0056.2

I0130 .1
!0090.2
:C0083. l

10022.2
I0ll9.1
10066. 2
10052.2
10134.1

10056.l
10002. l
10090.1
10028.1

10096. l
10052.1

:C0015.1
:coo21.1

2 Persons
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Graph of Teacher Leadership scores and item threshold 'difficulties' on the same
scale (in logits)
Notes on graph (Appendix C)
1. The scale is in logits, the log odds of answering the response categories (about5.0 to +6.4 logits).
2. Teacher Leadership measures arc placed on the LHS of the scale and item
thresholds (item 'difficulties') are placed on the RHS of the scale. Item
thresholds relating to the Real mode (How I am) are in hold. The results
indicate that the real thresholds arc more or less evenly distributed along the
scale, whereas the ideal thresholds arc mostly at the 'easy' end of the scale.
3. 10115.2 refers to the threshold between the response categories 1 and 2 for item
115; 10115.1 refers to the threshold between the response categories O and 1 for
the same item. These thresholds are ordered 10115.l is 'easiest' ('difficulty' is
2.2 logits), IOll5.2 is 'harder' ('difficulty' is 6.3 logits), in line with the ordering
of the response categories. Other item thresholds are labeled similarly.
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Appendix D: 'Information statement and consent for interview

INFORMATION STATEMENT AND CONSENT FOR INTERVIEW

The purpose of this interview, which is expected lo take about 50 minutes, is to
obtain information about early childhood teachers' perceptions of their leadership
roles.
As an early childhood teacher, you are in a position to describe what you see are
important issues of leadership in ECE and what helps or hinders your articulation and
communication of early childhood philosophy and pedagogy.
The responses from all the people that are interviewed will be combined. Nothing
you say will ever be identified with you personally. As we go through the interview,
please feel free to ask questions about any aspect or to say if you would rather not
answer a question. In addition, you have the right to withdraw from the interview at
any time.
I don't want to take the chance of relying on my notes and miss something you say,
so I'd like your permission to use a tape recorder. You will maintain the right to tum
off the recorder at any point during the interview.

If you have any questions or would like further information at a later date, I can be
contacted on (phone number). Alternatively, you can contact my supervisor Dr
Loraine Corrie at Edith Cowan University on (phone number).
Thank you for your time, it is much appreciated.

Glenda Boyd

.......................................................................................................
I have read the infotmation above and any questions I have asked have been
answered to my satisfaction.
I give my consent to be interviewed based on the conditions described above, and
realize that I may withdraw at any time.

Participant

Date:

291

Appendix E: Interview questions

I.

How long have you been teaching in early childhood education?

2.

From the research we've done so far, many teachers said they would like to
have stronger leadership skills such as being more assertive, confident, and
being able to articulate their philosophy. How important do you think these
leadership skills are to your role as teacher?

3.

Teachers mentioned various strategies that helped them communicate their
philosophy. The most common were informal strategies such as chats, getting
others to visit the PP and involving themselves in whole school activities and
planning. What are your thoughts on such strategies?

4.

Most of the strategies suggested by teachers involve interper~'onal skills. How
much do you think your interpersonal skills influence how well you
communicate your philosophy?
Prompt: can you give me an example of when interpersonal skills can be
really important?

5.

Some teachers said they lacked self confidence and find it hard to talk about
early childhood practice. What sort of situations at school have made you feel
like you lacked confidence?

6.

What sort of situations at school have made you feel most confident?

7.

How do you think a teacher's professional confidence can best be increased?

8.

Some teachers said their principal doesn't understand or value ECE. What has
been your experience?
prompt: some teachers say their principal's personality or leadership style
affects how well they can communicate their philosophy. What's your
experience?

9.

Teachers have said that some parents don't understand or value ECE. What
has been your experience?

292

10.

Some teachers said that other teachers in the school don't understand or value
ECE. What has been your experience?

11.

How do you think we can best educate others about the curly childhood way
of teaching?

12.

Schools are busy places and sometimes finding time to talk about early
childhood practices seems too difficult. How is the issue of time for you?

13.

Do you see any ways in which the issue of time can be overcome to
communicate more with
Principal?
Parents?
Other teachers?

14.

Some teachers mentioned they were battle weary or _tired of justifying
/explaining EC pedagogy or philosophy, or really seeing no point in doing so.
What is your experience?

15.

Some teachers said they saw no need to communicate their philosophy- that
no one had ever asks them about it. What do you think about this?

16.

Some teachers said they were confident and found it easy to talk about their
philosophy. Do you feel this way?
Prompt: Do you know any teacher like this? What do you think makes it work
for them and not others?
··

17.

What do you think could be added to teacher training that would help ECE
teachers develop stronger leadership skills?

18.

What about PD for teachers? What would be the best way to help you
develop stronger leadership skills?

19.

Some teachers said that completing the questionnaire was a learning
experience for them, forcing them to reflect on some important issues. Has
participating in this interview caused you to reflect on some issues you would
not normally think about in much depth?

20.

That's all the questions I wanted to ask you. Is there anything else that I've
missed covering in the questions that you think is important?
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